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Abstract 
The purpose of this work is to study the role of 
translation in ESL within a learning strategy framework, and 
it seeks to find and provide both theoretical and empirical 
evidence for it. And, since translation had to be studied 
within a learning strategy framework, it was considered 
necessary to deal with the background of learning strategy 
literature, which has been taken up in the first chapter of 
the work. 
• I-
The chapter starts with a consideration of the 
available theoretical background for language learning 
strategies. Though learning strategies have been recognized 
now as an important construct, instrumental in the 
facilitation of learning, both in cognitive psychology and 
SLA, they have yet to be explained in a sufficiently 
elaborate manner in a theoretical model of language 
learning. This is evident from a brief discussion of the 
different models of language proficiency and language 
learning. 
Secondly, the chapter describes various definitional 
and classificational studies both in cognitive psychology 
and SLA. Though the debate about the taxonomy of language 
learning strategies is not closed yet, most researchers 
agree upon the broad categorization of strategies into 
cognitive, metacognitive, social and affective strategies. 
Metacognitive strategies deal with thinking and planning 
about the learning process; such as paying attention and 
arranging for a proper learning atmosphere. Cognitive 
strategies deal with the direct manipulation of the learning 
material, such as note-taking and highlighting. Social and 
affective strategies are also indirect strategies of 
learning like the metacognitive strategies, in that they 
address the social and affective demands of the learning 
process, such as learning to mix up in a group, and allaying 
fear of learning by self-talk. 
The chapter deals next with strategy research relating 
to variables affecting strategy use. A myriad of factors 
such as task type; proficiency level, motivation, attitude, 
learning style; age; sex; educational, linguistic, and 
cultural background have been found to bear upon strategy 
use. Studies related to validation of the effectiveness of 
particular strategies and their trainability, though meagre 
in number especially in SLA, are sufficient to demonstrate 
that students can be trained successfully to use strategies 
both with integrative and discrete language skills, and 
their use by students leads to enhanced performance. 
As the title suggests, the second chapter deals in 
detail with the definition and classification of learning 
strategies, and subsequently attempts to provide a revised 
taxonomy of language learning strategies. Learning 
strategies have been traditionally defined in cognitive 
psychology and SLA as those "operations or steps used by a 
learner to facilitate the acquisition, storage or retrieval 
of information" (Rigney 1978). •'• These facilitative 
behaviours are generally related to the receptive side of 
language use. But since learning of a language involves both 
reception and production, the definition has been broadened 
in this work to include the production of language too. 
Therefore, strategies of language learning are proposed here 
as those particular thoughts or behaviours which help in 
acquisition, storage, retrieval and production of language. 
' With the inclusion of "production" within the domain of 
learning strategy, learning strategies can be regarded as 
the same as communication strategies. As learning a language 
consists of learning of the four skills of listening, 
speaking, reading and writing, so does communication in its 
broadest sense encompass them all. A need was felt 
subsequently, to reconsider the definition and 
classification of communication strategies as well. It was 
found before long, that the criteria on which the 
identification of communication strategies rest have become 
obsolete, as they chiefly represent an error-analysis view 
of language learning, in which learning chiefly means 
avoiding errors. It was further found that all the 
strategies mentioned in communication strategies taxonomy-
can be explained within a taxonomy of language learning. 
Hence, ultimately language learning strategies and 
communication strategies are found to .be one and the same, 
at least for all practical purposes, though one might retain 
a theoretical distinction between language reception and 
language production. 
Two most prominent research efforts in language 
learning strategy field are represented by work carried out 
over a number of years by Oxford and O'Malley et al whose 
classification schemes have been reviewed briefly in this 
chapter (Oxford 1985, 1990, Oxford & Cohen 1992; O'Malley et 
al 1985a, b' O'Malley and Chamot 1988, 1990).^ 
The researcher next attempts to provide a revised 
classification scheme based on O'Malley and Chamot's (1988, 
1990) work, which draws upon cognitive psychology literature 
and views learning strategies chiefly as mental mechanisms, 
and strictly distinguishes them from outward physical 
behaviours. This gives their classification a clarity of 
perception in categorizing the strategies and wards off the 
dangers of mixing the criteria of outward behaviours with 
inner cognitive mechanisms. However, it was found that their 
classification could be made more hierarchically rigorous 
and systematic; hence a revised classification scheme. 
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The third chapter considers the role of LI within 
different models and theories of second language learning. 
Three main theories have been dealt with: Contrastive 
Analysis Hypothesis, Creative Construction and Information 
Processing Theory. Contrastive Analysis Hypothesis based on 
behaviourist learning theory and structuralist linguistics, 
proposed that differences between the first and the second 
language create difficulty in learning leading to errors, 
while the similarities between the first and the second 
language facilitate rapid and easy learning. It was proposed 
that by comparing the learners' native language with the 
target language, differences could be identified and used to 
predict areas of potential errors. This procedure was known 
as Contrastive Analysis. Contrastive Analysis Hypothesis 
came under attack during the mid 70's as a result of 
empirical evidence which showed little unequivocal proof of 
native language interference, as well as in the form of 
mentalist views of language learning launched chiefly by 
Chomsky (1959), who vehemently refuted the idea of learning 
as habit-formation.-^ 
A revival of CA however, started to take shape since 
the beginning of the 1980s, which was the result of the 
emergence of a new perspective on CA. Interestingly, while 
Chomsky's theory of innate language learning capacity of the 
human mind struck at the roots of Contrastive Analysis, 
paradoxically, it was his own theory of Universal Grammar 
which was used to account for the validity of CA in later 
years. Universal Grammar proposed through its markedness 
theory that languages share "core" or unmarked rules which 
are easily transferable. The main thing to note about this 
reappraisal of CA is that it stressed the facilitative role 
of LI transfer. 
As mentioned above, a mentalist view of language 
learning attributed the child with an innate language 
learning capacity which is unique and different from general 
cognitive mechanisms. Those adults who achieved a native-
like proficiency in an L2 were believed to have continued to 
use the "Language Acquisition Device" proposed by Chomsky, 
but those who fossilized before achieving such a 
proficiency, fell back on a more general cognitive 
mechanism, which is responsible for other types of learning 
too, apart from language, later came to be known as creative 
construction, and the mechanism responsible for this type of 
learning was labelled as cognitive organizer (Dulay and Burt 
1977) .•* According to the Creative Construction theory, LI 
and L2 acquisition are not distinct but follow from the same 
set of innate principles. According to this theory, the 
structure of the target language input and the creative 
construction powers of the L2 learner which all learners 
share as part of the human competence, are the critical 
factors in acquisition. Creative Construction theory and 
Krashen's Monitor Model (1981a, 1982) which are closely 
related to each other, assign only a peripheral role to LI 
in second language learning. 
Many researchers have tried to merge CA and CC within a 
parameter-setting model, among whom Flynn (1987a, 1987b) is 
one of the foremost.^ Flynn's parameter-setting model has 
been discussed in brief which assigns an important role to 
LI. The information processing model of SLA, described next 
in the chapter has been derived from cognitive psychology 
and is based on Anderson's (1983, 1985) account of the 
acquisition of "complex cognitive skills". According to this 
model, knowledge is stored in memory in two forms: 
declarative knowledge and procedural knowledge.^ Knowledge 
represented in declarative form is converted into procedural 
form through extensive practice. Transfer of LI knowledge 
and skills, accountable within an information processing 
model has been discussed next in brief. The transfer of 
procedural knowledge cannot be as satisfactorily described 
however, in this paradigm, as that of declarative knowledge. 
Chapter four discusses the role that LI has played in 
the history of second and foreign language teaching. Though 
translation happened to be the basic component of the 
Grammar/ Translation Method in vogue for many centuries in 
the West, even in other methods of language teaching it 
played an important role, except the Direct Method and the 
Audiolingual Method. In second language pedagogy in India 
too, mother tongue was used prominently till the advent of 
the Audiolingual Method in the 1960's. 
After the delineating the role of translation in the 
history of language teaching, two theoretical problems 
pertaining to the role of translation in ESL are discussed 
in brief: translation vis-a-vis acquisition vs. learning, 
and translation with respect to the dichotomy between 
accuracy and fluency. As regards the first question, 
translation seems to cater chiefly to learning. However, 
adopting an interface position one can argue that since 
learning can be changed into acquisition, and vice-versa, 
translation does have its value. As regards the second 
question, it has been pointed out that though translation is 
an accuracy, rather than a fluency activity, even accuracy 
activities are important in contexts where sufficient 
exposure to the target language is not available. 
The chapter next enumerates the different instances 
when Ll-based activities can be used profitably in L2 
teaching, and discusses in brief many interesting activities 
proposed by ESL practitioners for use with early, 
intermediate and advanced level students. The chapter ends 
with a brief discussion of some important issues related 
with the use of translation in ESL, and cautions against 
unguarded use of LI in the ESL classroom. 
The final chapter reports the results of an empirical 
study assessing the role of translation as a learning 
strategy in ESL. It was carried out with 52 class XII 
students who were divided equally between a control and an 
experiment group. Lessons were imparted to the two groups on 
some vocabulary items, some phrases and the simple past and 
past perfect tenses. While the treatment group was given 
instruction through some Ll-based strategies in combination 
with the usual L2 strategies, no LI was employed with the 
control group. Adjusted gains between the pre-and post-test 
scores showed that lower and intermediate level students 
profited spectacularly through the use of LI strategies. 
However, higher level students made no gains. The study also 
demonstrated that while the use of translation is definitely 
beneficial for the teaching of lexis and phrasal 
expressions, it did not prove to be the same for grammar, 
indicating the need for further research in the use of 
translation with grammar and other tasks. 
The importance of the present empirical study lies in 
the fact that though the use of LI and translation has been 
being advocated by ESL practitioners for quite some time 
now, little empirical data has been provided in this regard. 
There are only a few findings which show a preference on the 
part of early level learners to use Ll-based strategies 
(O'Malley et al 1985a, 1985b; Del Mar et al. 1982). Only a 
single study carried out by Kobayashi and Rinnert (1992) has 
been found to show that Ll-based strategies are specifically 
beneficial for beginning level students. Hence, the present 
study has not only corroborated the findings of the above 
studies, but has also extended them to an extent.''' 
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PREFACE 
The use of mother tongue in the teaching of a second 
language had fallen into disfavour for some time in the 
recent past. However, a gradual revival of interest in its 
use has been evident from the early 80's. This is in fact, a 
result of a new perspective on second language acquisition 
which stresses the facilitative role of the first language 
and shifts its focus to the learners, and the variables they 
bring to the learning task. Learning strategies are one of 
these variables and transfer of LI knowledge has been 
recognized as one of the preferred learning strategies. 
However, empirical research supporting the use of mother 
tongue in ESL is conspicuous by its absence. The present 
work has sought to provide both theoretical and empirical 
evidence for the same. 
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available. I am very grateful to Mr. S.K. Varshney, Senior 
Systems Analyst, Computer Centre for his untiring 
assistance, and my sincere thanks are due to Mr. Akhtar Sami 
Khan for helping me with the typing as well as Mr. Tahir 
Aziz, who showed great patience and competence in typing the 
thesis and spared time from his busy schedule to do my work. 
The help received from the publishers of foreign 
journals namely, System. Foreign Language Annals and 
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through valuable articles sent promptly and free of charge, 
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INTRODUCTION 
Translation has begun to be recognized in SLA 
literature as a "preferred strategy" (Atkinson 1987) of 
language learning, yet, its role remains a controversial one 
to date, which is probably because of its association with 
the much-despised Grammar/Translation method of the bygone 
days. The defect of the Grammar/Translation method lay more 
in that it taught "bad grammar and bad translation", as 
Catford (1965) remarks, rather than in the use of grammar 
and translation per se (p.viii). This has been realized of 
late by many language teaching professionals who have 
recommended a limited and judicious use of LI in the 
teaching of ESL. 
Rationale 
The researcher has particularly been interested in the 
exploitation of the resources of the mother tongue and the 
granting of its due place chiefly in a second language 
situations like ours, where the LI exposure is insufficient 
and scanty. Many researchers have proposed that LI 
acquisition is similar to L2 acquisition, but the conditions 
of LI learning can not be made practically available to the 
L2 learner, especially in the Indian context. While a child 
is virtually immersed in his mother tongue, an L2 learner 
hardly gets an hour or two of daily exposure of the L2, that 
too, from a teacher who can hardly ever match native-speaker 
proficiency. 
Another important fact to be considered is that the L2 
learner is not a tabula rasa, and is already equipped with 
the ability to use one language. The first language can both 
facilitate and obstruct the process of learning an L2 as a 
result of either positive or negative transfer. It has been 
observed by many SLA theorists (e.g. Widdowson 1978, 1979b; 
Titford 1983, 1985) that comparison of LI and L2 provides 
greater insight into the subtle distinctions between the two 
languages, and can eliminate rather than cause many 
interference errors. 
It has been pointed out by the proponents of the 
communicative approach that there are two levels of meaning 
in language: "usage" and "use", referring to the grammatical 
and the functional aspects of language. The structural 
syllabuses ignored the functional aspect of language, which 
the communicative syllabus claims to have incorporated. 
However, Swan (198 5) argues that the L2 learners bring with 
them the knowledge of the "use" of utterances in proper 
contexts through their mother tongue. He remarks, "the 
precise value of an utterance is given by the interaction of 
its structural and lexical meaning with the situation in 
which it is used" (p.5).-^ Most utterances retain their 
meaning across language boundaries and problems will arise 
only in limited cases. Where they do, contrastive 
information on the particular point should be provided to 
the learner, and it is here that the use of translation in 
giving concrete examples of differences and contrasts can be 
of great value. Hence, similarities in "use" can be brought 
home more easily and more effectively by recourse to the 
mother tongue than through a monolingual method. 
It has been further pointed out by Swan that by 
employing LI and translation, not only one builds upon the 
previous linguistic and metalinguistic knowledge of the 
learners, but also activates and consolidates their 
paralinguistic knowledge of skills and strategies such as 
guessing, predicting, inferencing and summarising, which 
they inherit from their mother tongue. Yet another important 
advantage of translation activities in production tasks is 
that the learners are compelled to express themselves more 
precisely, and in a more complex manner when LI stimulus 
materials are used as models. Recourse to the LI model 
before them can encourage them to stretch their linguistic 
resources in order to reach their desired goal, viz., the 
equivalent L2 text. It is worth noting that since in the 
case of adult L2 learners, their linguistic equipment does 
not match their conceptual maturity, recourse to LI models 
for production can be particularly useful. 
Apart from being a naturally preferred strategy of 
learning, which is a very strong reason in itself, showing 
innate tendencies of the human mind, there are some other 
justifications for exploiting the learners' first language. 
These reasons belong to the socio-cultural and the 
psychological dimensions of language learning. A bilingual 
approach to the teaching of the second language not only 
gives the native language its right place by restoring its 
prestige, and helps in retaining the identity and ethnicity 
of a community, but is also a far-sighted step towards the 
actual progress of the nation. It is a well-recognized fact 
that while English is necessary for the scientific and 
technological progress of the country, for which its use is 
to be continued and strengthened; the uplift and the welfare 
of the masses is always tied to the native language. 
Lastly, the use of LI in the ESL Classroom also serves 
a psychological purpose by allaying the fear and distrust 
among students of a hundred percent English speaking 
teacher, and instils confidence and assurance in them. 
Hence, it indirectly addresses the affective demands 
involved in L2 learning. Considerations of economy of time, 
energy, and money also recommend the use of the learners* 
mother tongue. It is seen that in India even twelve to 
fourteen years of the teaching of English as a second 
language does not make the students proficient enough in it 
to meet their needs adequately, which implies that something 
is basically wrong with the teaching methodology. 
Translation and other activities involving the use of LI 
seek to build on what has already been acquired by the 
learner, instead of teaching them everything anew. In the 
words of Widdowson (1979a) "the process of learning a 
foreign language should be presented not as the acquisition 
of new knowledge and experience but as an extension or 
alternative realization of what the learner already knows"'^  
(p.Ill). 
The above were some of the salient reasons advocating 
the use of translation and other Ll-based strategies in L2 
teaching. However, some important facts need to be 
considered regarding the nature of translation in the ESL 
context. They can be envisaged as the following: 
i) Before associations of the Grammar/Translation method 
are evoked, it must be pointed out very clearly and 
vehemently that the comeback of translation in ESL is not to 
be considered as a methodology of teaching but simply as a 
technique, within a broader communicative methodology. This 
approach does not plead for an extensive use of LI in the L2 
classroom, but strictly advocates a judicious and limited 
use of the mother tongue, as pointed out already. 
ii) It does not justify or imply limited English 
proficiency on the part of the teachers, so that they can 
compensate for their lack of competence through the use of 
LI. In the classroom, LI use has to be strictly guarded and 
limited, and it should be used not for the convenience of 
the teacher, but for the benefit of the students. It is 
evident that only a fully proficient teacher can do justice 
to the approach. 
iii) It is presented as a learning strategy within a 
mentalistic framework which assigns learners with the 
ability to construct language on a creative basis. 
iv) By translation is meant not the conventional word-for-
word translation of a text from LI to L2 or vice-versa, but 
a very practical sort of translation which does not require 
the professional competence of a translator, and is chiefly 
pedagogical in orientation. 
The emphasis of the work is to study the use of mother 
tongue or translation in the learning of the L2; hence, the 
orientation of the study is chiefly psycholinguistic. 
However, since learning and teaching are interrelated 
especially in an L2 context, discussion of teaching 
methodology is evident. Also, the ultimate purpose of 
investigating a particular process of SLA especially for a 
teacher, is its application to classroom teaching. A 
separate chapter has, therefore, been devoted to pedagogical 
considerations regarding the use of LI and translation in 
ESL. 
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It should also be mentioned that in this study 
translation has been considered in a broad sense, enveloping 
all LI use in the L2 classroom, since it replaces equivalent 
L2 input in a theoretical sense. 
The purpose of this work is to study the role of 
translation in ESL within a learning strategy framework, and 
it seeks to find and provide both theoretical and empirical 
evidence for it. And, since translation had to be studied 
within a learning strategy framework, it was considered 
necessary to deal with the background of learning strategy 
literature. Learning strategies are well-known in cognitive 
psychology and SLA literature as "operations or steps used 
by a learner to facilitate the acquisition, storage or 
retrieval of information" (Rigney 1978). These facilitative 
behaviours are generally related to the receptive side of 
language use. But, since learning of language involves both 
reception and production, the definition has been broadened 
in this work to include the production of language too. 
Therefore, strategies of language learning are proposed 
here as those particular thoughts or behaviours which help 
in acquisition, storage, retrieval and production of 
language. 
With the inclusion of "production" within the domain of 
learning strategy, learning strategies can be regarded as 
the same as communication strategies. As learning a language 
consists of learning of the four skills of listening, 
speaking, reading and writing, so does communication in its 
broadest sense encompass them all. A need was felt 
subsequently, to reconsider the definition and 
classification of communication strategies as well. It was 
found before long, that the criteria on which the 
identification of communication strategies rest have become 
obsolete, as they chiefly represent an error-analysis view 
of language learning, in which learning chiefly consists in 
avoiding errors. It was further found, that all the 
strategies mentioned in communication strategy taxonomy are 
accountable within a language learning strategy taxonomy, 
and ultimately language learning strategies and 
communication strategies were found to be one and the same, 
at least for all practical purposes; although one might 
retain a theoretical distinction between language reception 
and language production. 
Learning strategy research had already developed to a 
great extent much before it became a full-fledged area of 
inquiry in' SLA. However, even when it did begin in SLA, 
there was little flow of information from cognitive 
psychology to SLA literature; and it developed largely in 
isolation, much to its own detriment. In the present 
researchers' view, most of the confusion and fuzziness which 
exist in strategy research could be dissipated to a great 
extent with a mutual give and take of concepts between the 
two fields: SLA and cogntive psychology; and surely SLA 
would be more at the receiving end. O'Malley and Chamot 
(1990) have in fact demonstrated that not only learning 
strategies, but many other constructs can be accounted for 
more comprehensively with the help of information gained 
from educational psychology. 
The researcher chose to build a revised classification 
scheme based on O'Malley and Chamots' (1988, 1990) work, 
which draws upon cognitive psychology literature and views 
learning strategies chiefly as mental mechanisms, and 
strictly distinguishes them from outward physical 
behaviours.^ This gives their classification a clarity of 
perception in categorizing the strategies and wards off the 
dangers of mixing the criteria of outward behaviours with 
inner cognitive mechanisms. However, it was found that their 
classification could be made more hierarchically rigorous 
and systematic, and thus, an attempt was made to do so in 
the second chapter of the work. 
Overview of the Work 
The first chapter starts with a consideration of the 
available theoretical background for language learning 
strategies in SLA literature. A complete and satisfactory 
explanation of language learning strategies in a theoretical 
model of language learning is found to be absent from the 
literature as yet. O'Malley and Chamot (1990) have tried to 
account for language learning strategies in an information 
processing model of language learning, but with partial 
success. Learning strategies research has afterwards been 
considered in the chapter under the rubrics of definitional, 
classification, variable, validation and instructional 
studies. The chapter ends with a consideration of some 
important issues in strategy instruction. 
As mentioned before, the second chapter is an attempt 
at presenting a revised taxonomy of language learning 
strategies, which also incorporates communication strategies 
taxonomy within itself. The third chapter considers the role 
of LI within different models and theories of second 
language learning. It seems that LI has had a ubiguitous 
presence all along in second language acquisition; and the 
difference was only a matter of emphasis. Chapter four 
discusses the role that LI plays in ESL pedagogy and records 
a recent revival of interest in the use of translation as a 
technique within a communicative paradigm. Several 
interesting Ll-based activities suggested by practitioners 
have been briefly described in this chapter. 
The work ends with an empirical study validating the 
effectiveness of translation in ESL. The study was conducted 
with fifty-two class twelve students of science stream, who 
happened to be regular students of the present researcher. 
Half of the sudents belonged to a control group and half to 
the treatment group. While the control group was imparted 
instruction in selected vocabulary, tenses and phrases, the 
treatment group was taught the same items through the 
employment of some Ll-based strategies in combination with 
the regular L2-based strategies. The results demonstrated 
that by the use of LI strategies lower level and 
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intermediate level students made conspicuous gains in 
general, and in vocabulary and phrases in particular. 
However, the higher level students showed no gain in any of 
the target items through the use of translation strategy. 
Another finding was that no gain was shown at any 
proficiency level on the grammar test. A related and 
interesting finding was that as a result of increasing the 
attainment level of low level students and not affecting 
that of the higher level students, translation strategies 
result in reducing the heterogeneity of a mixed proficiency 
classroom. 
At last, the researcher would like to mention that the 
theoretical work presented in chapter two, concerned with a 
revised classification of learning strategies, and their 
merger with communication'strategies, is considered by the 
researcher an original contribution to the field in a way, 
and is expected to influence the field in a significant 
manner. Further, the empirical findings reported in the 
fifth chapter are also original and important in their own 
right, as few studies have been carried out to validate the 
effectiveness of translation-based strategies in an ESL 
classroom. 
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CHAPTER-I 
THE BACKGROUND TO LANGUAGE LEARNING STRATEGIES 
An interest in learning strategies is the natural 
outcome of a change of orientation from the behaviourist to 
the cognitive view of learning. The "Stimulus-Response" 
approach of the behaviourists based on the work of Pavlov, 
Hull, Spence and Skinner was .concerned chiefly with the way-
presentation of material affected behaviour. This approach, 
in the words of Farnham-Diggory (1977) was based on the idea 
that "a stimulus goes in, a response comes out, and what 
happens in between is summarized by a hyphen" (p.128)-^. 
In contrast to this, the cognitive view of learning 
seeks to investigate how incoming information is processed 
^nd structured by the learner in memory. Thus, "with the 
emergence of cognitive psychology in the 1960's ... now, 
instead of a hyphen, we have mental structures and 
processes" (Farnham-Diggory 1977, p.128). According to the 
cognitive paradigm, the learners are no more empty vessels 
into which knowledge can be poured, but are considered as 
active participants in the learning process, who interact 
with the input and recreate it for themselves. Hence, 
instead of viewing learning as dependent on what the teacher 
presents, it is now supposed to rely both on the presented 
input as well as the learners' own processing of that input, 
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and learning strategies are an integral part of this mental 
processing. 
Learning strategies are seen as those special thoughts 
or behaviours of a learner which are intended to affect how 
the learner processes information. Examples include 
underlining of key ideas in a text, outlining, or trying to 
put some newly learned information into one's own words. 
Language Learning Strategies; Theoretical Background in SLA 
As yet, learning strategies have not been described in 
a sufficiently comprehensive manner in SLA literature as an 
essential component of the learning process, though a number 
of theorists have proposed the inclusion of a cognitive 
component in second language processes. Language learning 
strategies could be incorporated either in models of 
language proficiency or language competence on the one hand 
and the models of language learning on the other. 
Learning Strategies and Models of Proficiency/Competence 
Language proficiency is described by Cummins (1984) in 
terms of the two continua related with task difficulty and 
context.^ The task difficulty dimension, although based on 
the cognitive demands of the task, has not been related to 
strategic cognitive processes for improvement of learning. 
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The model of communicative competence developed by Canale 
and Swain (1980) proposed a theoretical framework in which 
communicative competence has three major components."^ The 
first is grammatical competence, including pronunciation, 
vocabulary, morphology and syntactical structures. The 
second is sociolinguistic competence, comprising 
sociocultural rules for using language appropriately and 
discourse rules linking parts of a text coherently and 
cohesively. The third component of the Canale and Swain 
model is strategic competence, consisting of "verbal and 
non-verbal communication strategies that may be called into 
action to compensate for breakdown in communication due to 
performance variables or insufficient competence" (p.30). 
Thus, Canale and Swain's view of strategic competence is a 
narrow one and deals only with a particular type of 
strategies which are employed only for compensating for 
breakdowns in communication and does not encompass learning 
strategies per se. 
Learning Strategies in Models of Second Language Learning 
Models by Bialystok, Krashen and Others 
Bialystok (1978) identified four categories of learning 
strategies in her model of second language learning : 
inferencing, monitoring, formal practising and functional 
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practising. Learning strategies are defined by Bialystok as 
"optimal means for exploiting available information to 
improve competence in a second language."^ Bialystok also 
identified three types of knowledge : explicit linguistic 
knowledge, implicit linguistic knowledge and general 
knowledge of the world, and posited that the type of 
strategies used by the learner will be dependent on the type 
of knowledge required by the task. Bialystok hypothesized 
that strategies introduced explicitly in a formal setting 
can contribute to implicit linguistic knowledge. 
Krashens' Monitor Model(1982), however, does not allow 
for transfer of explicit linguistic knowledge to the 
implicit knowledge store.^ According to Krashen, two 
distinct processes are involved in language learning, which 
he terms as "acquisition" and "learning". "Acquisition" 
takes place spontaneously in natural settings, is 
subconscious and leads to fluent use of language. "Learning" 
is a conscious process, resulting from formal study and has 
a very minor role to play, i.e., that of a 'Monitor* used in 
correcting or editing one's output. Inevitably, learning 
strategies as conscious processes would have very little to 
contribute to acquisition according to Krashen's model. 
Wong-Fillmore (1985) and Swain (1984) assigned an important 
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role to learning strategies, stating that they were the principal 
influence on the rate and level of second language acquisition. 
Models within a Cognitive View of SLA 
A cognitive view of SLA started to emerge with the 
infoirmation processing approach suggested by McLaughlin, 
Rossman and McLeod (1983).^ According to this approach, the 
learners are seen as active organizers of information but 
with limited processing capabilities. While motivation is 
considered to be an important prerequisite factor for 
language learning, the learners' cognitive system is central 
to processing. Learners' retrieval or storage of information 
depends on the degree to which they process information. An 
important implication of the information processing theory 
is that learners deliberately impose cognitive schemata on 
incoming information in an effort to organize it. McLaughlin 
et al. (1983) also drew on cognitive theory in suggesting 
that learners may achieve automaticity in SLA by using 
either a top-down (knowledge-based) approach, making use of 
internal schemata or bottom-up (input-based) approach 
utilizing external input. However, McLaughlin ignores the 
potential role of learning strategies in the execution of 
these processes. 
Spolsky (1980) proposed a model of SLA based on 
preference rules in which cognitive processes play an 
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important p a r t . ^ He pos tu la tes th ree condit ions of second 
language l e a r n i n g : necessa ry c o n d i t i o n s , g r a d i e n t 
condi t ions and t y p i c a l i t y condi t ions . As the name suggests, 
t h e f i r s t type of c o n d i t i o n s a r e neces sa ry to second 
language learning such as motivation and input . The gradient 
condi t ion cont ro ls learning through the frequency of i t s 
occurrence, for example, p rac t i ce oppor tun i t i e s . The th i rd 
type of condit ion typ ica l ly , but not necessar i ly a s s i s t s 
l e a r n i n g , such as r i s k - t a k i n g . This model e x p l a i n s 
v a r i a b i l i t y in SLA through varying degrees of appl icat ion of 
g r a d i e n t and t y p i c a l i t y c o n d i t i o n s . However, l e a r n i n g 
s t r a t e g i e s are not ident i f ied or spec i f ied as such in the 
model. 
A p r e c i s e d e s c r i p t i o n of t h e r o l e of s t r a t e g i c 
process ing i s thus absent from these t h e o r i e s of proficiency 
and l e a r n i n g . Though some t h e o r i e s p o i n t a c o g n i t i v e 
component and some suggest t he i n f l u e n c e of s t r a t e g i c 
process ing on proficiency, r a t e or leve l of learning, the 
manner in which t h i s influence i s exerted by s t r a t e g i e s , has 
not been elaborated upon. 
Recently, O'Malley and Chamot (1990) have t r i e d for the 
f i r s t time to describe the ro le of learn ing s t r a t eg i e s in 
SLA comprehensively, by placing them in Anderson's (1980, 
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1983, 1985) cognitive theory of learning as complex 
cognitive skills.^ They have attempted to integrate the 
cognitive processes described in Anderson's model with the 
strategies that have been studied and postulated in SLA. 
Learning strategies have been differentiated into three 
categories by most of the researchers in cognitive 
psychology according to the level or type of processing 
involved. Meta-cognitive, cognitive, and socio-affective. 
Metacognitive strategies are those which are used for 
planning, monitoring, or evaluating a language learning 
activity (Brown et.al 1983).-"-^ Directing attention to a 
learning task, monitoring of one's production or 
comprehension while it is occurring, and evaluating one's 
task after its completion are examples of metacognitive 
strategies. 
Cognitive strategies are those which operate directly 
on the input. Weinstein and Mayer (1986) subsume the 
cognitive strategies under three broad groupings: rehearsal, 
organization and elaboration. •^•'- Rehearsal involves repeating 
the names of items or objects, organization implies grouping 
and classifying words, terminology, or concepts according to 
some criteria, and elaboration involves linking of ideas 
contained in new information or integrating new ideas with 
known information. 
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Socio-affective strategies broadly represent strategies 
involved with social interaction or affective control of the 
learning task. Examples are cooperation with peers, asking 
the teacher for clarification and using self-talk in order 
to allay anxiety. 
There are two types of knowledge in cognitive theory : 
declarative and procedural. Declarative knowledge is stored 
in long-term memory in the form of meaning-based structures 
termed as propositions and schemata, which can be understood 
as conceptual configurations of linked ideas. 
Procedural knowledge has been represented with what is 
called "production system". Production systems are 
represented as goal statements in the form of IF-THEN 
conditionals and, therefore, provide direction in planning 
future thoughts or behaviour. For example, if the goal is to 
guess the meaning of a word, then the learner must pay 
attention to the linguistic or extra-linguistic context in 
which it occurs. This planning of the learning process may 
be termed as a metacognitive strategy applicable to SLA too, 
for directing the course of language reception and 
production. 
Anderson's theoretical analysis of cognition also 
includes a number of strategy-like cognitive processes such 
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as imaging, o r g a n i z a t i o n , i n f e r e n c i n g , deduc t ion , 
•e laborat ion and t ransfer , termed as cognit ive s t r a t e g i e s 
both in SLA and cognitive psychology. In fact , e laborat ion 
i s a key s t r a t egy in cognitive psychology. Elaborated memory 
s t r u c t u r e s a r e powerful a i d s t o r e c a l l of d e c l a r a t i v e 
knowledge, e x e r t i n g t h e i r i n f l u e n c e through spreading 
a c t i v a t i o n amongst re la ted ideas . The creat ion of l inks 
between ideas by learners enhance r e c a l l even more i f the 
r e l a t e d ideas are par t of a schema constructed out of pr ior 
knowledge. 
F u r t h e r , l e a r n i n g s t r a t e g i e s a r e p o s i t e d wi th in 
Anderson's model as complex cogni t ive s k i l l s which may be 
r e p r e s e n t e d as procedura l knowledge, and a r e acquired 
th rough c o g n i t i v e , a s s o c i a t i v e and autonomous s t a g e s of 
l e a r n i n g . As with o the r p r o c e d u r a l s k i l l s , they remain 
c o n s c i o u s a t the e a r l y s t a g e s bu t can be performed 
automat ica l ly a t a l a t e r s tage . O'Malley e t al thus asse r t 
t h a t SLA cannot be unders tood comple te ly wi thout a 
d e s c r i p t i o n of the i n t e r a c t i o n between language and 
cogn i t ion . 
In sum, cognitive theory views dec l a ra t ive knowledge as 
be ing acqu i r ed most e f f e c t i v e l y by b u i l d i n g upon p r i o r 
knowledge, while procedural knowledge may be learned more 
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e f fec t ive ly through cued p r a c t i c e . Learning s t r a t e g i e s are 
viewed in t h i s model as a type of procedural knowledge. 
In sp i t e of many lacunae tha t remain (discussed l a t e r in the 
c h a p t e r ) , O'Malley and Chamot's (1990) d e s c r i p t i o n of 
l e a r n i n g s t r a t e g i e s in a t h e o r e t i c a l model of language 
learn ing , based on Anderson i s a commendable e f fo r t . 
Research on Learning Strategies in Cognitive 
PsYchology and SLA 
Definition and Classif ication Research 
The l i t e r a t u r e on learning s t r a t e g i e s in SLA emerged 
l a r g e l y independent of s imul taneous r e s e a r c h and theory 
development in cognit ive psychology. The s ign i f i can t work in 
c o g n i t i v e psychology on d i f f e r e n t t y p e s of l e a rn ing 
(Rumelhant and Norman 1978), a u t o m a t i c i t y (LaBerge and 
Sameuls 1974), d e c l a r a t i v e v e r s u s p rocedura l knowledge 
(Anderson 1976), and schema theory (Schank and Abelson 1977) 
had not f i l t e r e d i n t o t he second language a c q u i s i t i o n 
l i t e r a t u r e . •'•^  The c o g n i t i v e psychology l i t e r a t u r e on 
learn ing s t r a t e g i e s had already made major contr ibutions by 
the ea r ly 1980s towards the development of a def in i t ion and 
c l a s s i f i c a t i o n of learning s t r a t e g i e s , applying different 
s t r a t e g i e s to d i f ferent tasks and l e a r n e r s , and val idat ing 
s t r a t egy effect iveness through c o r r e l a t i o n a l or empirical 
work or s t ra tegy t r a in ing . At the same time, SLA l i t e r a t u r e 
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was also grappling with the above problems. However, neither 
the cognitive literature nor the SLA literature has been 
able to develop yet a complete theoretical understanding 
about the operation of strategies, their effect on learning, 
and their relation with underlying mental processes, though 
O'Malley and Chamot (1990) have attempted to make a 
significant contribution in this direction. 
Definitional and Classification Studies in Cognitive 
Psychology 
The distinction between two type of strategies, 
cognitive and metacognitive, is an important contribution 
made by Brown and Palincsar (1982) in cognitive psychology 
research. Cognitive strategies are concerned with direct 
manipulation of input such as inferencing or transforming of 
material, while the meta-cognitive strategies are related to 
thinking about the learning process, such as directed 
attention and self-talk. Commenting on the failure of 
strategy training to transfer to new tasks. Brown and 
Palincsar (1982) noted that much of this difficulty was 
because of teaching cognitive strategies in isolation from 
meta-cognitive strategies.-^-^ 
Dansereau (1985) makes a similar distinction, though 
using the terms primary and support strategies in the place 
of cognitive and metacognitive. Primary strategies are those 
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which operate d i r ec t ly on learn ing mate r i a l , while support 
s t r a t e g i e s help to e s t a b l i s h an a p p r o p r i a t e l e a rn ing 
a t t i t u d e or environment. He a l so noted t h a t d i f ferent tasks 
demand d i f fe ren t types of s t r a t e g i e s . •^ '^  
I d e n t i f i c a t i o n and Class i f ica t ion in SLA 
Early S tud ies : 
In SLA, learning s t ra tegy l i t e r a t u r e emerged from the 
"good language learner" s tudies about two decades ago. These 
s t u d i e s were p r i m a r i l y e x p l o r a t o r y and were c h i e f l y 
concerned with the i d e n t i f i c a t i o n and c l a s s i f i c a t i o n of 
s t r a t e g i e s . 
Rubin (1975) proposed a c l a s s i f i c a t i o n scheme subsuming 
the learn ing s t r a t eg i e s under two broad groupings : d i rec t 
and i n d i r e c t . The d i rec t s t r a t e g i e s of learning included 
c l a r i f i c a t i o n / v e r i f i c a t i o n , m o n i t o r i n g , memorization, 
g u e s s i n g / i n d u c t i v e r ea son ing , d e d u c t i v e reasoning and 
p r a c t i c e . - ^ ^ The i n d i r e c t s t r a t e g i e s inc luded c r e a t i n g 
p r a c t i c e oppor tuni t ies , and using production t r i c k s such as 
communication s t r a t e g i e s . Rubin c o l l e c t e d her data from 
classroom observations, observation of a small group of 
s tuden ts working on a s t r i p s to ry and se l f - r epor t s from 
journa l e n t r i e s . Classroom observa t ions ' were reported to be 
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the least fruitful. Cohen and Apheks' study (1981) 
corroborates Rubin's finding on the efficacy of 
observational methods, as they also failed to gain any 
significant insight into the learning strategy use through 
their classroom observations. ° 
Based on observation and intuition, Stern (1975) also 
prese^ited an impressive list of the characteristics of 
successful language learners.-^^ These are, a personally 
relevant learning style, positive learning strategies, an 
active approach to learning, technical understanding of how 
to tackle a language, a sustained search for meaning, 
willingness to practice and to experiment, self-monitoring 
and development of language as a medium of thought. These 
techniques outlined in the list were expanded later and were 
subsumed under four categories: active planning, academic 
learning, social learning and affective strategies by Stern. 
Naiman et al (1978) attempted to extend Rubin's 
research carried out on the good language learner and 
conducted retrospective interviews with thirty-four adults 
considered proficient in a foreign language.-^^ The 
alternative classification scheme proposed by Naiman et al 
contained five broad categories of learning strategies and a 
number of secondary categories. The primary strategies were 
found to be used with all good language learners while the 
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s t r a t e g i e s in the secondary group were used by a se lec t 
group of s tudents . Naiman e t a l ' s primary categorizat ion 
includes an act ive task approach, r e a l i z a t i o n of language as 
a sys tem, r e a l i z a t i o n of language as a means of 
communication, management of a f f e c t i v e f a c t o r s and 
monitoring of one 's performance. Naiman e t a l had u t i l i z e d 
in t h e i r work a number of d a t a - e l i c i t a t i o n techniques such 
as classroom observations, in terv iews, quest ionnaires and 
a b i l i t y t e s t i n g , resu l t ing from t h e i r de s i r e to invest igate 
the s t r a t e g i e s from a number of var ied perspec t ives . 
Wong-Fillmore (1976, 1979) s tudied five Mexican f ive-
year -o ld chi ldren in a na tura l s e t t i n g . •'•^  She discounted 
ap t i t ude as a bas is for the v a r i a t i o n in achievement and 
focussed on the cognitive and soc ia l s t r a t e g i e s employed by 
the ch i ld ren and ident i f ied th ree soc i a l and five cognitive 
ones. Wong-Fillmore considers soc i a l s t r a t e g i e s to be more 
important as she found tha t chi ldren were more in teres ted in 
e s t a b l i s h i n g s o c i a l r e l a t i o n s h i p s than in l e a rn ing 
languages. These social s t r a t e g i e s are l i s t e d as joining a 
group and pretending to understand what i s going on, giving 
the impression with a few well-chosen words of being able to 
speak the language, and counting on fr iends for help. The 
cogn i t ive s t r a t e g i e s in Wong-Fillmore's categor izat ion are 
assuming t h e re levance of p e o p l e ' s u t t e r a n c e s to the 
s i t u a t i o n a t hand, get t ing s t a r t e d with a few expressions, 
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getting some formulaic expressions, directing attention to 
"big things' first, and saving the details for later. 
Looking at this early strategy research in SLA, one 
finds that the research by Wong-Fillmore (1976, 1979) and 
Naiman et al (1978) is very much in the research-then-theory 
perspective. While Wong-Fillmore used ethnographic or 
observational methods in fairly natural settings, Naiman et 
al employed semi-structured interviews in which the 
respondents had considerable freedom of expression. In each 
case, the investigator seemed to have few preconceptions and 
it was the respondents who were directive. Rubin's (1975) 
data elicitation procedure on the other hand was more 
structured as she started with a set of hypotheses loosely 
relating cognitive functioning to language acquisition. 
Recent SLA Studies of Learning Strategies Classification 
More recent work on learning strategies in SLA has been 
more focussed. Wenden (1983) concentrated on self-directed 
learning among adult foreign language learners, and explored 
self-directed language learning activities in a variety of 
social sittings.^^ Reflections on the process of learning, 
i.e., the metacognitive strategies are given more importance 
in Wenden's work. She proposed eight questions about the 
learning process which the learners might ask to enhance 
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t h e i r performance. These quest ions in turn might lead to 
d e c i s i o n s which can be p laced under t h r e e c a t e g o r i e s : 
knowing about learning, planning and se l f - eva lua t ion . These 
ca t egor i e s are the same as those proposed by Brown and 
Pa l incsa r (1982) used to describe metacognitive s t r a t e g i e s , 
but for the s t ra tegy of monitoring. 
Tyacke and Mendelsohn (1986) r e p o r t e d obse rva t i ona l 
s t ud i e s and found tha t successful l e a rne r s ac t ive ly u t i l i zed 
a v a i l a b l e r e s o u r c e s and a l s o employed s t r a t e g i e s of 
c l a r i f i c a t i o n , memorization, m o n i t o r i n g , and se l f -
management . •^'- Unsuccessful s t u d e n t s on t he o the r hand 
r e fused t o s e l f - d i r e c t t h e i r pe r fo rmances . Tyacke and 
Mendelsohn a lso observed s t r a t e g i e s of p r a c t i c e , group-work, 
guessing and note- taking. 
Oxford (1985) synthesized the e a r l i e r c l a s s i f i ca t ion 
schemes under two broad c a t e g o r i e s mentioned before by 
Dansereau (1978): primary s t r a t e g i e s and support 
s t r a t e g i e s . ^^ These were the same as the terms used by Rubin 
(1981) to descr ibe her s t ra tegy c l a s s i f i c a t i o n s , but the 
a c t u a l d e f i n i t i o n s and t h e i r s p e c i f i c s t r a t e g i e s are 
d i f f e r e n t . -^^  In Oxfords c l a s s i f i c a t i o n of 1985 primary 
s t r a t e g i e s include nine subcategories ( e . g . , inferencing, 
memory s t r a t egy summarizing, and p r a c t i c e ) , while support 
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strategies include eight subcategories (e.g., attention 
enhancers, self-management, affective strategies, planning 
and co-operation). Additional examples of substrategies are 
mentioned within each of these subcategories, yielding a 
long list of about sixty-four strategies in all. However, 
Oxford's approach of classification is not very convincing. 
Criticizing it O'Malley and Chamot (1990) remark, "what 
Oxford apparently tried to do was to subsume within her 
classification virtually every strategy that had been 
previously cited in the literature on learning strategies. 
The problem with this approach, so far as a taxonomy of 
strategies is concerned, is that this extended listing is 
far removed from any underlying cognitive theory, and fails 
to prioritize which strategies are most important to 
learning, and generates subcategories that appear to 
overlap" (p.103). However, Oxford's extended listing served 
the purpose of providing a foundation for item-generation 
for questionnaires for the purpose of assessing strategy use 
and became the basis of the Strategy Inventory for Language 
Learning (SILL, 1986).^^^ 
Later, Oxford (1990) developed a strategy 
classification system reflecting what she calls a "whole 
person" view of strategies. This system consists of six 
broad strategy types : affective, such as anxiety reduction 
and self-encouragement; social, such as asking questions and 
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cooperation; metacognitive, such as paying attention; 
memory-related, such as grouping and imagery; cognitive, 
such as reasoning, analyzing and summarizing; and 
compensatory, such as guessing and using synonyms.^^ A 
subsequent strategy grouping by Oxford and Cohen (1992) is 
discussed in detail in the next chapter. 
O'Malley et al's classification of strategies which 
underwent many minor modifications, marks an important 
contribution to the field as an outcome of their major 
research programme carried out over many years during the 
1980's. In a first study, O'Malley et al (1985a) collected 
strategy data on the basis of interviews with secondary 
school ESL learners, interviews with theijr teachers, and 
on 
observation. ' The teacher interviews and the observations 
did not yield very productive data and the focus for the 
research became the self-report data. Interviewers asked for 
strategy reports for the various classroom activities, e.g., 
pronunciation exercises, oral drills, vocabulary learning 
and language use, and identified a list of twenty-six 
strategies which were broadly divided into metacognitive, 
cognitive and socio-affective groups depending on the level 
or type of processing involved (O'Malley et al 1985a). 
O'Malley et al. based their description and classification 
of strategies on research done in cognitive psychology. 
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Metacogn i t i ve s t r a t e g i e s a r e d e s c r i b e d as h igher order 
execut ive s k i l l s that may e n t a i l planning for, monitoring, 
or eva lua t ing the success of a l ea rn ing a c t i v i t y (Brown et 
a l . , 1983). Metacognitive s t r a t e g i e s are applicable to a 
v a r i e t y of l e a r n i n g t a s k s such as s e l e c t i v e a t t e n t i o n , 
p l a n n i n g for a t a s k , mon i to r ing of comprehension or 
product ion, and evaluating or checking performance af ter i t s 
c o m p l e t i o n . Cogni t ive s t r a t e g i e s manipu la te the input 
d i r e c t l y and include resourcing ( re ferenc ing) , grouping of 
items or concepts, note- taking, summarizing, deduction or 
l e a r n i n g through r u l e s , u s ing v i s u a l images, l e a rn ing 
th rough a u d i t o r y r e p r e s e n t a t i o n , e l a b o r a t i o n , l e a rn ing 
through associa t ions between pas t and present knowledge or 
between i tems of p r e s e n t i npu t i t s e l f , t r a n s f e r , and 
i n f e r e n c i n g . The l a s t ca t ego ry i s t h a t of s o c i a l and 
a f f e c t i v e s t r a t e g i e s in which O'Malley e t a l . include only 
t h r e e s t r a t e g i e s : ques t i on ing fo r c l a r i f i c a t i o n , co-
opera t ion and s e l f - t a l k . 
Compared to other s t ra tegy l i s t s , O'Malley e t a l . pay 
g r e a t e r a t t en t i on to metacognitive and cogni t ive s t r a t e g i e s , 
as t h e i r bas ic c r i t e r i o n for c l a s s i f i c a t i o n i s the type of 
mental p r o c e s s i n g involved . They themselves admit, 
"Affective s t r a t e g i e s are of l e s s i n t e r e s t in an analysis 
such as ours which attempts to por t ray s t r a t e g i e s in a 
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c o g n i t i v e t h e o r y " (1990, p . 4 4 ) . O 'Mal ley ' s l i s t i s 
economical and comprehensive a t the same time, since i t 
draws a l a r g e number of s t r a t e g i e s w i th in a few broad 
ca t ego r i e s . Another important advantage t h a t i t has i s tha t 
i t i s based on mental p r o c e s s i n g r a t h e r than over t 
b e h a v i o u r s . However, the problem of t he taxonomy and 
c l a s s i f i c a t i o n of s t r a t e g i e s has not been fully resolved 
y e t . There has ye t t o be achieved a consensus on the 
d i f f e ren t s t r a t egy names, e spec ia l ly the subcategories and 
t h e i r h i e r a r c h i c a l organization within the broad ca tegor ies . 
An attempt has been made to deal with t h i s problem in the 
next chapter . 
Variables Research 
S t u d i e s of V a r i a b l e s Affec t ing S t r a t e g y Use in Cogni t ive 
Psychology 
I t has been found tha t a l l l e a rne r s do not employ the 
same s t r a t e g i e s and s t r a t e g y use v a r i e s according to a 
number of f a c t o r s . The v a r i a b l e s which a f f e c t s t r a t e g y 
cho ice had a l r e a d y been s t u d i e d t o a l a r g e ex ten t in 
cogni t ive psychology before such s tud ie s began in second 
language acqu i s i t i on . These s tud ies of var iables affecting 
s t r a t egy choice are being mentioned here very b r i e f ly . 
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F i r s t of a l l , age was found to be an important factor 
in inf luencing s t ra tegy use. Older chi ldren are more act ive 
and e f f i c i e n t s t ra tegy users than younger chi ldren (Brown et 
a l . 1983). S t ra teg ies in younger ch i ldren begin as task-
spec i f i c a c t i v i t i e s and only l a t e r do they become f lexible 
and gene ra l i zab le . Studies from the ear ly 1970's show that 
r e h e a r s a l , ca tegor iza t ion and e labora t ion emerge between 
f i v e and e i g h t years of age . Rehea r sa l of more mature 
l e a r n e r s e n t a i l s a c t i v e , s y s t e m a t i c and e l a b o r a t i v e 
p r o c e d u r e s as compared to t he r o t e - l e a r n i n g of younger 
l e a r n e r s . In the same manner summarization used by mature 
l e a rne r s e n t a i l s e laborat ion, restatement and revis ion of 
the goa l s . Whereas summarization performed by younger or 
novice l ea rne r s involves simple s t r a t e g i e s such as delet ion 
of unnecessa ry elements and copying of t he remainder 
verbat im. Metacognitive s t r a t e g i e s which involve re f lec t ion 
on o n e ' s performance tend t o emerge l a t e in cogn i t i ve 
development as they r e q u i r e s t e p p i n g back from one ' s 
l ea rn ing processes and viewing i t more or l e s s object ively . 
Drawing upon h is extensive work on learning s ty l e s , 
Schmeck (1983, 1988) invest igated the influence of learning 
s t y l e s and pe r sona l a t t r i b u t e s on t h e use of l e a rn ing 
s t r a t e g i e s . ^^ He proposed t h r e e l e a r n i n g s t y l e s : deep 
process ing, e labora t ive processing and shallow processing. 
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Schmeck (1983, 1988) and Schmeck and Meier (1984) 
demonstrated that students who scored high in elaborative 
processing have a more articulated self-concept and they use 
self-reference as a learning strategy more frequently than 
students who score low on the scale. ^ Schmeck (1988) calls 
it a "conceptualizing strategy". The elaborative individual 
assumes that learning involves adaptation, application, and 
the development of coping mechanisms. In short, they look 
for what he calls "personalizing" strategies. The person 
with a predominantly shallow learning style tends to adopt a 
memorizing strategy. While the shallow individual will show 
the greatest interest in memory-directed tactics, deep and 
elaborative individuals will show an affinity for 
comprehension-directed tactics (Levin, 1982)-^^. However, the 
dimensions of deep, shallow and elaborative processing are 
not proposed by Schmeck as "orthogonal" since it is likely 
that most individuals will demonstrate components of all the 
three strategies, i.e., conceptualizing, personalizing and 
memorizing. 
The majority of work on strategies in the developmental 
literature in psychology focussed on rote recall of words or 
pictures, though some studies also dealt with reading and 
problem solving. Vocabulary learning was found to benefit 
from grouping, rehearsal and mnemonic devices (Atkinson and 
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Raugh 1975; Levin 1981). -^ In reading, the strategies of 
note-taking, summarizing, outlining, mapping and self-
questioning were discovered to enhance learning (Brown et 
al. 1983). Strategies identified with writing tasks included 
advanced planning and elaboration, restatement, and 
revision. The general conclusion from cognitive psychology 
strategy research was that strategies develop with age; they 
are used spontaneously with increasing sophistication by 
older students; their use results in improved performance; 
they are amenable to instruction and are influenced by 
individual learning styles. 
Variables Affecting Strategy Use: Studies in SLA 
Oxford (1989) has investigated the effect of a variety 
of variables on strategy use based on her own research and 
that of others. She lists a host of factors which may 
affect strategy choice : language being learned, duration of 
study or exposure, proficiency level or degree of awareness, 
age, sex, affective variables such as attitude and 
motivation, personality traits, learning style, national 
origin, language teaching methods and task requirements. 
Language Being Learned: 
The language of study can affect strategy use as is 
shown from research carried out by Chamot and her colleagues 
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(1987) who found that students of Russian reported greater 
strategy use than students of Spanish.-^ -^  Politzer (1983) 
found that students of Spanish found fewer positive 
strategies than students of other languages.-^'* It is 
possible, however, that the language of study interacts with 
many other variables too, thus rendering the above findings 
inconclusive. Ellen Block (1986) found that LI and ESL 
readers appeared to use the same strategies as those of the 
native speakers of LI, and concludes that strategy use does 
not seem to depend on language specific features and 
concludes that some cognitive strategies are transferable 
from one language to another. 
Proficiency Level: 
As language students progress to higher course levels, 
they show a preponderance for somewhat different strategies 
as shown by various researchers. Politzer's study (1983) 
revealed that higher level students used more positive 
strategies. Chamot et al (1987) found that the use of 
cognitive strategy decreased and was replaced by an 
increased use of metacognitive strategies. Bialystok (1981) 
found differences in strategy use as learners advanced in 
• 
French. Formal p rac t i ce with ru le s and forms was found to 
be l e s s e f f e c t i v e as s t u d e n t s advanced but func t iona l 
p r a c t i c e with authent ic , communicative language displayed no 
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such limitation. The findings of Oxford and Nyikos (1989) 
too support Bialystok's result.-^^ Nayak et al (1990) found 
that although there was no clear evidence that multilinguals 
were superior in language learning abilities overall, 
multilingual subjects were found to be more able to adjust 
their learning strategies according to the requirements of 
the task.-^^ However, advancement in course level or years of 
study does not necessarily guarantee students' use of better 
strategies in every case. Cohen and Aphek (1981) in their 
study with English speaking learners of Hebrew found that 
both good and bad learning strategies appeared across course 
levels. Most of the research nevertheless shows that in 
general the more advanced the learner, the better the 
strategies used. 
Degree of Awareness: 
Metacognitive awareness too, has been found to 
influence strategy use, i.e., what learners know about 
themselves, and about their learning process can affect 
their use of learning strategies (Wenden, 1986b).-^^ However, 
researchers dispute about learner's level of "strategy 
awareness". Nyikos (1987) found that learners used a very 
narrow range of strategies and were generally unaware of the 
strategies they used.'*^ Tyacke and Mendelsohn (1986) 
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reported a diary study in which only one of the learners 
showed increasing awareness of strategies with advancement 
of proficiency level. On the contrary, other researchers 
have found that even ineffective learners were aware of and 
used a number of strategies; albeit the effective learners 
reported greater frequency and range of strategy use. These 
conflicting results might be accounted for as being caused 
by differing research methods in the above mentioned 
studies. 
Age: 
Age has been found to be an important variable of 
strategy use in cognitive psychology. In SLA, however, very 
few studies have explored the effect of age on strategy use. 
Oxford^ (1986) studied adult language learners who seemed to 
use more sophisticated language learning strategies than did 
younger learners in other studies.'*-^  More studies on the age 
factor are required in SLA, since it is only commonsensical 
to believe that the more sophisticated elaboration 
strategies, involving deductive and inductive reasoning; and 
metacognitive strategies which require the learners' 
assessment of their own learning process emerge later in 
age. 
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Sex: 
Sex differences too, in strategy use remained 
uninvestigated until an interest was shown by Oxford and her 
co-workers. In a study of adult language learners, Ehrman 
and Oxford (1989) found that females, compared with males, 
reported significantly greater use of language learning 
strategies in four groups : general study strategies, 
functional practice strategies (involving authentic language 
use) strategies for searching for and communicating meaning, 
and self-management strategies.'*^ Oxford and Nyikos (1989) 
too found that women outperformed men in range and frequency 
of strategy use which may be accounted for as women having 
greater social orientation, stronger verbal skills and 
greater conformity to norms. Nyikos (1987) discovered in 
their training study of mnemonic strategies that men 
outperformed women in visual spatial acuity while women 
surpassed men in colour perception. 
Affective Variables: 
Social and affective variables affect the use of 
language learning strategies in a significant manner. They 
are enumerated by Oxford (1989) as attitudes, motivational 
level and motivational intensity, language learning goals 
reflecting motivational orientation, specific personality 
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t r a i t s and general personal i ty type. 
A t t i t u d e s s t r o n g l y i n f luence language l e a r n i n g and, 
t h e r e f o r e , may in f luence s t r a t e g y cho ice t o o . Bia lys tok 
(1981) discovered tha t l e a r n e r s ' a t t i t u d e was a greater 
causa t ive fac tor than language ap t i tude on the choice of 
language learning s t r a t e g i e s . There has been l i t t l e other 
e m p i r i c a l r e s e a r c h in t h i s d i r e c t i o n i n SLA but Wenden 
(1987) has argued convincingly t h a t no amount of t r a in ing in 
e f f ec t ive learn ing s t r a t eg i e s wi l l be of any help unless 
l e a r n e r s ' ' negative a t t i t udes towards t h e i r s e l f -d i r ec t ion 
are changed. ^ -^  
Gardner (1985) says and r i g h t l y so, t h a t , "The prime 
d e t e r m i n i n g f a c t o r ( in language l e a r n i n g success) i s 
motivation"^'*. Oxford and Nyikos (1989) have found tha t when 
a l l of the var iab les are measured, motivat ional level has 
the most powerful influence on reported use of language 
learn ing s t r a t e g i e s . 
Language Learning Goals Reflecting Motivational Orientat ion: 
In the Oxford and Nyikos (1989) study mentioned above, 
t h e most popu la r s t r a t e g i e s were formal r u l e - r e l a t e d 
p r a c t i c e s t r a t e g i e s and general study s t r a t e g i e s . Functional 
p r a c t i c e s t r a t e g i e s involving au thent ic language use were 
t h e l e a s t popula r which impl ied a g r e a t e r persona l 
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investment and effort. These results were attributed to what 
seemed to be a purely instrumental motivation for language 
learning, i.e., to earn good grades in a traditional 
academic environment, stressing analytical rule-learning 
skills. 
Personality Characteristics: 
Lack of inhibition has often been termed as a 
personality characteristic of good language learners. Rubin 
(1975) suggested that good language learners are willing to 
take risks and appear foolish for the sake of taking part in 
communication and learning Oxford (1990) demonstrates that 
these personality traits can be encouraged by the use of 
affective strategies. Reiss (1985) too found that good 
language learners were less inhibited than anticipated.'*^ 
Ehrman and Oxford (1989) studied the effort of overall 
personality type (measured by Myers-Briggs Type Indicator) 
on language learning strategies of adults. Compared with 
sensing people, intuitive people were found to use 
significantly more strategies in four categories: affective, 
formal model-building, functional practice involving 
authentic language use, and searching for and communicating 
meaning. Feeling-type people, compared with thinkers, showed 
significantly greater use of general study strategies. 
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Perceivers, defined as those who do not need to come to 
closure rapidly, used significantly more strategies for 
searching and communicating meaning than did judgers, who 
require more rapid closure; but judgers showed significantly 
greater use of general study strategies than did perceivers. 
This implies important linkages between personality type and 
learning strategies which need to be further explored. 
In contrast to the above mentioned affective variables, 
some cognitive variables such as learning style and aptitude 
are also believed to influence the use of learning strategy 
use. Little research has been done on the relationship 
between learning strategy use and learning style in SLA, 
though research in cognitive psychology indicates the 
importance of such a relationship. 
Aptitude: 
Aptitude too, has not been extensively studied as a 
predictor of language learning strategy choice. As mentioned 
earlier, Bialystok (1981) found that aptitude was not as 
influential as attitude in terms of strategy choices. On the 
other hand Politzer (1983) suggested that intelligence 
(i.e., general aptitude) might relate to self-reported 
language learning strategies as well as to language 
achievement. Leino (1982) analyzed foreign language learning 
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strategies and found that individuals of high conceptual 
levels, reflecting high intelligence or aptitude were much 
more able to give descriptions of their strategies than 
individuals with low conceptual level. 
Career Orientation: 
Several studies have shown that career orientation 
influences choice of language learning strategies. Politzer 
and McGroarty (1985) found that the field of specialization 
(engineering/science, social science, or humanities) had a 
significant effect on strategy choice of ESL students, with 
engineers avoiding what were considered to be positive 
language learning strategies.'*' In their study of foreign 
language learners, Oxford and Nyikos (1989) discovered that 
students university major (main subject) directly affected 
strategy use. Humanities, social science and education 
majors used independent strategies and functional practice 
strategies more often that students of other streams. Ehrman 
and Oxford (1989) also found that professional linguists 
used a wider variety of strategies than did adult language 
learners and native-speaking language teachers not trained 
in linguistics. Reid (1987) found that ESL students' field 
of specialization influenced learning modality preferences 
(visual, auditory, kinesthetic, tactile) which, as already 
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mentioned, are probably related to the choice of language 
learning strategies.'^^ 
National Origin: 
Some empirical studies have shown that national origin 
or ethnicity too has an influence on the kinds of strategies 
used by language learners. Politzer and McGroarty (1985) and 
Tyacke and Mendelsohn (1986) report greater use of 
strategies of memorization and rule learning by the 
Orientals as opposed to more communicative strategies. 
Orientals, compared to Hispanics were also found not to 
respond positively to strategy training (O'Malley et al. 
1985a; O'Malley et al. 1985b). This fact has led researchers 
to apprehend that the description of good language learning 
strategies by them might be biased ethnocentrically. Oxford 
(1989) points out that the answer may lie in the desired 
goal of learning, i.e., if the goal is academic achievement, 
the strategies considered good in the context of social 
communication may not apply. The present researcher feels 
that the type of motivation may also be a causative factor 
in strategy choice, i.e., if the motivation is instrumental, 
the learners will seek strategies related to academic gain 
rather than social communication. This is largely true of 
the oriental communities in today's context, considering an 
increased awareness and pride regarding culture and 
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ethnicity among the nations of the third world. Keeping this 
in view, it would be considered unfair to say that the 
Orientals seem to use lower level strategies. 
Language Teaching Methods: 
Politzer (1983) noted a complex interaction between 
language teaching methods and learning behaviours for 
students of French, Spanish and German. Oxford and Nyikos 
(1989) found that students' language learning strategies 
reflected analytical and rule-based teaching methods of the 
university. As opposed to strategies used by university 
students greater use of communication-oriented strategies 
was found by Ehrman and Oxford (1989) among adults who 
required the language for their future jobs and who were 
taught more through communicative methods. 
However, it has been found that most language 
instructors are not aware of their students' learning 
strategies or how these strategies result in particular kind 
of errors. (Cohen and Robbins 1976; Hosenfeld 1977a; 
O'Malley et al 1985a,b).^^ Because teaching methods often 
affect how students learn, teachers ought to become more 
aware of their students' learning strategies in order to 
orient teaching methods according to the students' needs. 
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Task Requirement: 
Bialystok (1981) found that students responded to 
different task requirements with different strategies. 
Monitoring one's errors was found more useful for writing 
tasks than for reading or speaking. Functional practice (in 
authentic language use) promoted language achievement on all 
language tasks. 
The above variables are significant in that they 
suggest the factors to be considered in strategy instruction 
programmes. Since learners use different strategies in 
different situations, the strategy instruction should be 
geared to these specific situations. Oxford (1989) suggests 
that before any programme of strategy teaching, an effort 
should be made to assess learner's current strategies, their 
goals, needs and attitudes as well as their background 
factors. Such measures are extremely important for the 
success of strategy instruction. 
Validation of Strategy Effectiveness 
Studies designed to validate strategy effectiveness 
have used anecdotal reports, correlational approaches and 
experimental training. 
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Correlational Studies 
The correlational work can be placed into two 
categories: attempts to correlate strategy use with language 
proficiency and studies designed to correlate learning 
strategies with improvement in language learning associated 
with instruction. While all the correlational work has been 
carried out in the field of SLA; all the empirical work for 
validating strategy effectiveness virtually belongs to 
cognitive psychology. 
In a longitudinal study, Cohen and Aphek (1981) used 
anecdotal reports in asking students to record the 
associations they made for vocabulary learning. English 
speaking students of an intensive Hebrew program were thus 
recorded on seven occasions for over 100 days. Cohen and 
Aphek noted that students who produced associations seemed 
to retain the words more often than students who did not 
produce associations. 
Bialystok's (1981) study to analyze strategies of SLA 
also depended on correlational techniques. The students in 
her study were students of grades 10 and 12, studying French 
as a second language. They were asked questions about the 
extent to which they used the strategies of functional 
practice and inferencing in functional settings and formal 
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practice and monitoring in formal settings. As mentioned 
already, functional use implies authentic language use in 
communicative situations while formal use is defined as 
study of language with focus on its form. The results of the 
study indicated that functional practice was more strongly 
related to achievement than any other strategy irrespective 
of the task, even though inferencing and monitoring were 
reported to have been used more frequently. 
Politzer and McGroarty (1985) made similar use of 
questionnaire data in a study linking performance to 
strategy use in an eight-week intensive EFL course. A point 
of contrast with Bialystok's study was that whereas 
Bialystok studied the effect of strategies on achievement, 
these researchers associated it to language learning. Their 
51-item questionnaire was based on prior work by Rubin 
(1981) and Naiman et al (1978) and was divided into three 
scales according to the setting in which the strategy was 
employed. Pre- and post-tests were administered on aural 
comprehension, English grammar and oral communicative 
competence, based on responses elicited by pictures. 
Adjusted gain scores for the proficiency measures were 
unrelated to the three general categories identified on the 
learning strategies questionnaire, i.e., classroom learning, 
individual study and social interaction, but were found to 
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be associated with specific strategies mentioned in the 
questionnaire. Gains on oral comprehension test were related 
to asking clarification questions and monitoring, and 
grammatical knowledge was associated to practising 
strategies. 
Pardon and Waxman (1988) studied correspondence between 
strategy use and performance on measures of reading 
comprehension.^ Their subjects were Hispanic students of 
ESL in grades 3-5, representing beginning and intermediate 
level English proficiency. The students were given a 14-item 
Likert-type questionnaire on the extent to which students 
used strategies in reading. Seven of these strategies were 
considered to affect learning positively while the other 
seven were negative strategies of learning. Correlation 
between strategy use and post- test scores revealed that 
only two strategies were significantly associated with 
reading outcomes and they were both negative: thinking about 
something else while reading, and saying the main idea over 
and over again. These were also the most infrequently used 
strategies. However, the six out of seven most frequently 
used strategies were positive. Since the results of the 
study are unconvincing, they cannot be held conclusive. 
Another study by Zimmerman and Pons (1986) related 
strategies to reading achievement. •*• The researchers 
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interviewed tenth-grade high and low achievers through 
open-ended questions focussing on six different learning 
contexts: classroom situations, at home, during writing 
assignment outside class, completing maths assignment 
outside class, preparing for and taking tests, and on 
occasions marked by a lack of motivation. 
Two basic approaches were used to validate the effect 
of strategy use on learning. In the first one, each of the 
fifteen strategies was found to discriminate significantly 
between students in the high and low achievement groups 
based on findings in a discriminate function analysis. The 
high achievers reported using significantly more strategies 
than the low achievers, regardless of the learning context. 
The three strategies showing the strongest relationship to 
achievement were seeking information, monitoring, organizing 
and transforming. The next three strongest relationships 
were shown for seeking teacher assistance, seeking peer 
assistance and seeking adult assistance. Self-evaluation 
showed the weakest relationship to achievement and was also 
the least frequently used. The second approach to validating 
the influence of strategy use on learning was to analyze the 
relationships between total self-regulated learning 
strategies and performance on a standardized test of reading 
and maths achievement. The self-regulated learning total 
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score was the best predictor of both achievement areas. 
The above studies suggest that strategy use is 
associated to learning outcome. The most important 
strategies showing a marked relationship with language 
learning were elaboration, monitoring, asking questions, 
practising. However, learning outcome may also depend on a 
host of other variables as discussed above, namely, the 
nature of task, prior exposure, age, sex, motivation, 
attitude and others, implying the need of more work in the 
area to confirm these results. 
Instructional Studies in Cognitive Psychology 
Considerable research on training learning strategies 
has been carried out outside the SLA field in the areas of 
vocabulary learning, reading comprehension, memory training 
and problem-solving. However, studies on production skills 
of speaking and writing in first language contexts are 
conspicuous by their absence; probably owing to the fact 
that learning strategies have been traditionally associated 
exclusively with the receptive aspect of learning. 
This researcher argues that strategies of both 
reception and production should be included in the province 
of learning strategies, since learning to produce is after 
all a strategy of learning. Though most recent research in 
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first language acquisition has focussed on the 
identification of the writing process and discourse 
analysis, some investigation of instruction in strategy use 
in writing composition has been reported by Graham and 
coworkers (1987) who studied composition training for 
learning-disabled students of upper elementary school. ^  
Hillocks (1987) too, investigated the effect of the inquiry 
approach to writing, involving direct strategy 
instruction. ^-^  
Instructional Studies in the SLA Field 
Since research in learning strategy started with the 
assumption that the good language learner possesses a number 
of effective strategies, the natural outcome of this 
assumption was an interest in the teachability of these 
strategies to the not-so-good leaners. While some SLA 
researchers have concentrated on training just one or two 
strategies, others investigated the teaching of many 
strategies at once. 
Keyword Training Studies 
One set of learning strategy studies focussed 
exclusively on a single language learning strategy, i.e., 
the keyword, a memory device that links a visual image to a 
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sound. Research has shown that the keyword may be very 
helpful in learning target language vocabulary. The 
technique has proved to be specially successful in 
experimental settings. 
Henner-Stanchina (1982) taught global and local 
listening comprehension strategies to university level ESL 
students. These were the strategies of guessing and self-
correction taught through lessons in different listening 
tasks^'* consisting of radio commercials, talk-show 
interviews and news broadcasts. 
O'Malley and Chamot et al conducted a number of 
important strategy training studies. Their first study 
(1985b) concerned with intermediate level adolescent ESL 
students, constituted the second phase of a study which 
started with think-aloud interviews with students to assess 
their strategy use on various classroom activities. The 
sample consisted of one-third Hispanic, one third Asian and 
one-third other ethnicities. The purpose of the training 
study was to determine whether a combination of cognitive 
and metacognitive strategies is more facilitative to 
learning. 
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The researchers hypothesized the following: 
i) The first treatment group receiving instruction in a 
combination of metacognitive, cognitive and socio-affective 
strategies would outperform the second treatment group which 
did not learn any metacognitive strategies. 
ii) The second group would outperform the third one (the 
control group), which did not learn any strategies at all. 
Each group had two sets of tasks involving listening and 
speaking. Students in the two treatment groups were taught 
in the use of selected strategies for fifty minutes a day 
for over eight days. Time for practising and applying 
strategies was built into the instructional programme and 
teacher effects were controlled. Explicit directions and 
cues involving strategy use were faded gradually over time. 
The results showed that the two treatment groups scored 
better than the control group in the speaking task. The 
results for listening did not distinguish between groups, 
possibly because listening tasks were too difficult. On the 
vocabulary test too, there were no significant differences 
overall among the treatment groups. Other conclusions of 
this study were that strategy training could well be 
adjusted with regular language teaching and language 
learning strategies were fundamentally the same as the 
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general strategies for learning. An intriguing finding was 
that Hispanic students benefited from strategy training but 
Asian students preferred their own established rote 
strategies. 
Study II, described by Russo and Stewner-Manzanares 
(1985) involved soldiers enrolled in an ESL programme and 
was a second phase of the Army study mentioned previously.^^ 
The strategy training was embedded in this study in 
listening and speaking tasks given for 6 hours each day for 
a five-day period to a single group. Techniques taught 
included guessing, asking clarification questions, selective 
attention, self-evaluation and functional planning. Results 
were remarkably similar to the findings obtained from the 
study mentioned just above, i.e., while Hispanics responded 
positively to strategy-training, Asians resisted it. 
. The third study, by Chamot et al. (1988b) is slightly 
different in orientation, since it focussed on awareness and 
participation on the part of instructors regarding strategy 
training programmes. The study had three main objectives: 
i) discovering the instructors' potential and willingness 
for incorporating strategy instruction in their classroom; 
ii) assessing and exploiting the instructors' in-depth 
knowledge about their students' most effective strategies; 
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and 
iii) investigating the instructors' method of integrating 
strategy instruction to their regular teaching. 
The five instructors who participated in the study were 
regular classroom teachers or teachers who had been involved 
in the foreign language strategy identification studies 
(O'Malley et al 1985a; Chamot et al. 1987; Chamot et al. 
1988a).^^ The teachers were observed by the researchers for 
listening comprehension, speaking and reading comprehension. 
The results showed first of all that not all teachers 
may be interested in imparting strategy instruction. Even 
some of the willing instructors might be forced to abandon 
the attempt to teach strategies because of a general apathy 
among students. As could be expected, the strategies for 
listening and reading comprehension were quite similar. In 
both cases instructors encouraged students to use 
inferencing to make logical guesses from the context; 
elaboration of prior knowledge, and transfer of cognates 
from the first language were also encouraged. In addition, 
the use of deduction, which led to the application of 
grammar rules, was used in reading comprehension. The four 
studies identified and practised for reading were described 
by the teacher as different forms of inferencing. In the 
listening comprehension class, the teacher encouraged the 
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pupils to use the metacognitive strategy of selective 
attention to specific items apart from other strategies. 
The strategies taught for speaking included a 
metacognitive strategy (self-evaluation), a cognitive 
strategy (substitution), and an affective strategy 
(cooperation). Elaboration, considered a significant 
strategy (Chamot et al. 1987; 1988a; O'Malley et al. 1987), 
characteristic of more effective language learners was 
chosen by teachers for receptive language tasks, but was not 
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used for speaking or writing. 
It was found that each participating instructor had an 
individual manner of providing strategy instruction. One of 
them provided explicit rather than implicit strategy 
instruction by informing students of the purpose and value 
of the specific strategy. Strategy instruction was imparted 
through the LI of the students as all the students were 
considered to be of limited proficiency in the foreign 
language. 
The importance of motivation in learning strategy 
instruction was evidently demonstrated by this study. 
Students in three out of the four classrooms received 
strategy instruction with apparent interest and enthusiasm. 
The fourth instructor, however, encountered indifference and 
57 
apathy on the part of the students. The study showed clearly 
that while language strategy instruction can be implemented 
successfully in ESL classrooms, its success is dependent on 
a host of factors such as teacher's interest, development of 
appropriate techniques and ability to motivate students for 
strategy use. 
Nyikos (1987) conducted a controlled university-level 
strategy training study using three treatment conditions and 
a control condition. She investigated the use of associative 
memory strategies for learning German noun clusters. 
Students in the three treatment conditions received written 
instructions with examples for using three different types 
of memory strategies one per condition: 
i) the colour-only group associated certain colours with 
grammatical gender of each noun cluster to be learned; 
ii) the picture-only group associated each item with a 
drawing and; 
iii) the multiple association on colour-plus-picture 
condition used a combination strategy involving a colour-
coded drawing. Students in the control condition received no 
strategy training. It was found that men outscored women in 
colour-plus-picture condition, while women did better than 
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men in both the picture-only and the colour-only conditions. 
The control condition showed no advantage over any of the 
treatment conditions. Nyikos explained the findings in terms 
of cultural and social expectations of men and women and in 
terms of physiological differences. Sutter (1987) conducted 
strategy training of refugees learning Danish as a second 
language.^^ He found that initial strategy preferences were 
related to ethnic and personal biases and were influential 
in the degree of success of strategy training. If the new 
strategies were totally opposed to learners' own 
predilections, they resisted the training; so it is 
sometimes necessary to camouflage new strategies under the 
guise of familiar techniques. Such strategies cannot be 
taught in an entirely explicit manner, which most trainers 
advocate, and implicit instruction is here proved useful for 
a particular type of learners. 
Cooperative strategies have been taught in many an 
instructional study. For example, Sharan (1985) and his 
colleagues trained learners of English in Israel to employ 
cooperative strategies.'' In a cooperative strategy training 
study of junior high school students learning French, 
Gunderson and Johnson (1980) found that .cooperative 
strategies were developed through a shared task and reward 
structure.^^ Both learners and teachers were happy with the 
59 
cooperative atmosphere and the role of the teacher changed 
as an outcome of such cooperation, simulations, games, and 
game-like activities encouraged social strategies among 
French learners of English in a study by Oxford and Crookall 
(1990).^ •'- Learners communicated more intensely and for 
longer periods than in traditional classrooms. Apart from 
social strategies, they also used a wide range of other 
strategies including cognitive, affective, and compensation 
strategies. Another positive outcome of the training was 
that learners became more self-sufficient and were able to 
take greater responsibility for their own learning. In 
conclusion, these studies suggest the following points: 
i) Different kinds of strategy often work together for 
optimal results and this should be taken into account in 
strategy instruction programmes. 
ii) Factors such as duration of language exposure, attitude, 
motivation, style, age, sex, task type should also be 
considered in strategy training. 
iii) Strategy training is most effective when integrated 
into regular classroom activities rather than presented 
separately. * 
iv) Explicit and informed training is desirable, but 
sometimes a need may arise to camouflage new strategies to 
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safeguard against learner resistance. 
Important Issues in Strategy Instruction 
Data Collection Methods 
Different methods have been used for the purpose of 
data collection by researchers in the language learning 
field, which aim to study the mental processes either 
externally or internally. They are as follows: 
Observation 
Observation was used by many researchers in the early 
studies for collecting data on learning strategies. For 
example, Rubin (1975) and O'Malley et al. (1985a,b) used it 
in classroom settings, but the method was found to yield 
little result because of the vagueness and uncertainty about 
the strategy being used, as well as the teachers* focus in 
general on eliciting the right answer rather than 
encouraging students to use strategies. 
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Introspective Methods 
Introspective methods can be of the following types: 
i) Simultaneous Introspection: 
Simultaneous introspection involves reporting of the 
concurrent processing of the task given; for example, think-
aloud tasks. Many researchers such as Naiman et al. (1975 
and 1978); Cohen and Aphek (1981); Cohen and Hosenfeld 
(1981); Wenden (1986) and; O'Malley et al (1985a,b) have 
used the method successfully. ^ Think-alouds have become 
very popular in the learning strategies field, since it is 
believed that strategies that occur only fleetingly in the 
memory can be identified and reported through this method. 
The drawbacks of the method are the difficulty of reporting 
exactly what one is doing while being engaged on the task at 
the same time. This may decrease the reliability of such 
reports. At best, it can give a very incomplete picture of 
the learning processes. Brown et al. (1983) also note that 
thinking aloud can detract from learning if it interferes 
with the fundamental processes that must be reported. 
ii) Immediate Retrospection: 
This happens when the learners are asked about the 
mental processes just after the completion of the task. 
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Alternatively, respondents may be interrupted at various 
points as they are engaged on the task and asked to describe 
their strategy after that. The advantages of this method are 
that the chances of the reports to interfere with the 
learning task are low. However, Cohen and Aphek (1981) found 
that the best time to interview was soon after the event 
rather than interrupting the learners to what they were 
thinking. 
iii) Delayed Retrospection: 
In delayed retrospection learners are asked to report 
on their strategy use long after the completion of the task 
as in diary reports, questionnaires and some interviews. It 
is pointed out that though convenient to handle, this method 
encourages learners to generate strategies according to the 
expectations of the researcher, and thus becomes less 
reliable (O'Malley and Chamot 1990, p.223). 
Hence, none of the data collection procedures mentioned 
above is foolproof and self-sufficient. To counteract this 
problem many researchers have employed multiple data 
collection procedures. (Naiman et al. 1978; O'Malley et al. 
1985a,b). The data elicitation instruments may vary along 
the dimensions of time elapsed after the task, the degree of 
structure given to the instrument, the language (whether LI 
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or L2) and the mode of expression, i.e., oral or written. 
There is an evident need for comparing the efficacy of the 
different instruments with respect to different tasks and 
their further refinement. 
Types of Strategy Instruction 
Separate versus Integrated Instruction 
An important consideration in learning strategy 
instruction is whether the teaching of strategies should be 
carried out independently or as a part of regular classroom 
instruction. People who favour independent training 
programmes advance the argument that in this manner a 
strategy can be generalized to different contexts (Derry and 
Murphy 1986, Jones et al. 1987) and concentration of 
attention on strategy learning will yield better results 
than if it is diverted by parallel learning of the subject 
content. ^-^  For example, Dansereau's (1985) Computer-Assisted 
Cooperative Learning (CACL) Programme, designed to train 
reading comprehension strategies, presented and practised by 
computer and his learning strategy system referred to as 
MURDER (acronym) aims at providing strategies of 
comprehension, retention, retrieval, utilization; and 
support strategies of planning, monitoring and management of 
concentration.^^ 
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Proponents of integrated learning strategy instruction 
advance the argument that learning in context is more 
fruitful than decontextualized learning of strategies 
through separate intervention programmes (Wenden 1987b). 
It is also argued that practising strategy use on authentic 
language tasks facilitates the transfer of strategies to 
similar tasks in other situations (Campione and Armbruster, 
1985).^^ 
Realizing this difficulty later, Dansereau (1985) 
developed strategy training programme designed for specific 
types of science texts and suggested developing a learning 
strategy system which would integrate both content-
independent and content-dependent strategies. Such 
integration is also advocated by Derry's (1984) incidental 
learning model, in which students receive short periods of 
separate strategy training followed by reminders to use the 
strategies in content classrooms. Both separate and 
integrated strategy instruction programmes have been 
developed by Wemstein and Underwood (1985) . ° The separate 
training comprises a special university course designed to 
teach students effective use of learning strategies, and 
providing practice in applying them to other subjects. The 
integrated training component aims at training the teachers 
how to incorporate strategy instruction into their regular 
65 
teaching. 
Direct versus Embedded Instruction 
Direct or explicit instruction is the type of 
instruction in which explicit description of the strategy 
regarding its operation and value is given to the students 
whereas in embedded or implicit instruction the students are 
simply engaged in activities involving the use of these 
strategies. Some researchers have found the implicit or 
embedded approach ineffectual in promoting transfer of 
strategies to new tasks (Brown, Armbruster and Baker 
1986).^^ Hence, recent studies underscore the need for a 
metacognitive component to strategy training which would 
provide explicit instruction on the purpose and operation of 
these strategies. This metacognitive component has been 
found beneficial in retaining the strategy and transferring 
it to other tasks (Brown et al. 1986). 
The argument in favour of implicit or embedded 
instruction is that it requires little training on the part 
of the teacher (Jones 1983).^° The strategies may be 
implicitly used by the text-book itself and students might 
get practice in them by engaging in the relevant exercises 
and activities. However, when Barnett (1988) attempted to 
study the effect of implicit strategy training, he found 
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that the differences between the achievements on reading 
comprehension of his control group and experiment group were 
not significant.^-'- Hence, most researchers plead for an 
explicit instruction of strategies or recommend at least 
some direct guidance and explanation to be added to embedded 
or implicit training. 
Winograd and Chou Hare (1988) list the following 
elements as essential to direct explanation of learning 
strategies based on their investigation of a large number of 
instructional studies:^^ 
i) What the strategy is: The teacher should explicitly 
define the strategy and describe its essential features. 
ii) Why the strategy should be learned: It is important for 
the students to know the potential benefits of the strategy 
and the rationale for its use. 
iii) How to use the strategy: The strategy is broken into 
small components and each component is explained as clearly 
and articulately as possible. 
iv) When and where the strategy is to be used: Teachers 
should specify the circumstances in which the strategy can 
be employed and those when it cannot. 
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In brief, the above points demonstrate that careful and 
detailed explanation is a critical component of direct 
instruction. 
Though recognizing the benefits of explicit 
instruction, the present researcher found in her own work 
that for some types of strategy training, implicit rather 
than explicit instruction may become a necessity. For 
example, in her own strategy training programme for the 
instruction of Ll-based or translation strategies, it was 
considered necessary for the researcher to closely monitor 
the strategy use herself, since LI use in second language 
teaching has to be selected very judiciously, otherwise the 
students might develop a tendency towards overdependence on 
their mother tongue. 
Other Issues in Strategy Instruction 
Considerations of Teacher Training 
Another important issue concerning strategy instruction 
is the need for developing among the teachers an awareness 
regarding the significance of learning strategies, as well 
as training them for the instruction of these strategies. To 
date, little attention has been paid to acquainting teachers 
with techniques for strategy instruction. Teachers generally 
exhibit a woeful lack of knowledge about the concept of 
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learning strategies as opposed to teaching strategies and 
need extensive practice in designing and providing learning 
strategy instruction. 
In the cognitive psychology field, Derry and Murphy 
(1986) have discussed a number of strategy training studies 
conducted in memory training, reading comprehension, 
problem-solving and affective strategies; elaborating on 
issues such as -materials, curriculum design and training 
procedures. However, the issue of how teachers can be 
trained to teach learning strategies to their students is 
left unmentioned. In SLA too, the role of the teacher in 
strategy training programme is largely unclear. Holec (1987) 
has reported a series of studies in which the students took 
the responsibility of monitoring or self-directing their own 
learning m cooperation with a teacher as a counsellor. In 
this work too, the teachers' role remains largely vague. In 
other SLA studies, the researchers have worked directly with 
students but teachers have only been used for interviews. 
However, Jones and her colleagues (1987) have specified 
some guidelines which go into the making of what they call a 
"strategic teacher". According to them, such teacher 
training involves presentation of the new approach, followed 
by immediate practice and feedback in the training setting. 
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Development of a basic level of knowledge and skills with 
the new approach is also a necessary, though time-consuming 
requirement for successful training. The teachers need to be 
presented the rationale for the use of a new, strategy-
oriented method of teaching as well as a demonstration of 
its classroom application by practice and feedback 
opportunities followed finally by a consolidation phase. 
The Level of Language Proficiency 
An important consideration in the implementation of 
strategy instruction is the proficiency level at which 
strategy instruction would be considered appropriate. 
O'Malley and Chamot (1990) note that while in a monolingual 
setting, strategy instruction can be given from the start, 
in a bilingual setting the strategy instruction should 
either be delayed until the students are in a position to 
understand the instruction in L2 or it should be imparted 
through the native language, at least initially. Problems 
might be faced, however, in a monolingual setting, where it 
would be possible to impart strategy training through very 
simple language, or to postpone instruction till a later 
stage. 
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Individual Differences 
It is also very important to consider the influence of 
different learner characteristics such as aptitude; 
motivation; learning style; age; sex; prior learning; 
educational, cultural and linguistic background; and goal of 
learning on the process of language learning. It is 
necessary that these factors are taken into account before 
planning and implementing any strategy instruction 
programme. 
Motivation or the will to learn is obviously the most 
important prerequisite for any learning to take place. It 
may be called as both the cause and the effect of successful 
learning, since motivated students achieve success in 
learning and this success motivates them to learn more. On 
the other hand, students who have encountered failure in 
learning lack in motivation. Hence, every strategy 
instruction programme should incorporate a component 
specially to create motivation in the student. (Jones et 
al.l987; Paris 1988a; O'Malley and Chamot 1990).'^'* 
Another important characteristic is learning style, or 
the way in which an individual prefers to learn (Kolb 
1984).^^ Several dimensions of learning styles such as field 
independence versus field dependence, visual versus auditory 
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learning preferences, reflectiveness versus impulsiveness 
have been proposed. Alternatively, Schmeck refers to deep 
elaborative and shallow learning styles based on his 
extensive work on learning styles. Thus, a visual learner 
may naturally use imagery while an analytic learner may be 
attracted towards imagery. Admitting the importance of 
learning styles, O'Malley and Chamot (1990) point out that 
though it is usual to consider individual differences across 
students and make allowances for them, it is more desirable 
to aim at providing learners with those strategies which are 
best suited to their tasks. 
Consideration of the appropriate age at which strategy 
instruction can appropriately be imparted is also an 
important factor in strategy teaching. Differential strategy 
use by males and females has been explained to some extent 
by Oxford and her coworkers. The results show that male and 
female students probably required different treatments in 
strategy instruction. (Oxford, Nyikos and Ehrman 1988).^^ 
Apart from the above mentioned factors, cultural and 
linguistic background, career orientation, goal and needs of 
learning may also play important roles in deciding the type 
of instruction to be provided to learners. 
Politzer (1983) and Leino (1982) found in their studies 
that intelligence or aptitude might relate to self-reported 
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language l e a r n i n g behav iou r . Apt i tude seems to be a 
c o n t r o v e r s i a l c o n s t r u c t in the language l e a r n i n g f i e l d . 
However, r e c e n t r e s e a r c h by Skehan (1986) on language 
ana ly t ic aspects of ap t i tude also showed tha t chi ldren who 
developed more quickly in t h e i r f i r s t language, as indicated 
by such measures as mean length of u t terance (MLU) and 
sentence s t ruc tu re complexity performed b e t t e r in learning a 
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second language. Thus, there appears to be a general 
language processing capacity that affects language learning 
ability in first and second languages. 
Carrol (1981) has prepared a model of language aptitude 
which attempted to account for variance in foreign language 
learning,^^ consisting of the sub-components of phonetic 
coding ability, grammatical sensitivity, rote learning 
ability, and inductive language learning ability. These 
components were arrived at by statistical analyses of 
correlational data involving Carrol's Modern Language 
Aptitude Test (MLAT) and other tests of language aptitude 
and classroom language performance. 
As pointed out by Carrol (1981), the tasks contained in 
aptitude tests are similar to the performances described in 
information processing accounts of cognitive functioning. 
However, as McLaughlin suggests, aptitude should not be 
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viewed as a static personality trait because novices can 
become experts with experience. There is evidence to suggest 
that the more expert language learners demonstrate greater 
flexibility in recreating their internal representations of 
linguistic rules (Nation and McLaughlin 1986; Ramsey 
1980).^^ However, this ability to exert flexible control 
over linguistic representations and to shift strategies may 
be a result of their experience with a number of languages 
which makes them more aware of the structural similarities 
and differences between languages. 
Materials and Curriculum Development 
Instructional Materials in Cognitive Psychology 
There are a host of instructional materials available 
for strategy training in first language contexts, e.g., the 
Computer-Assisted Cooperative Learning Programme (Dansereau 
1985). Job Skills Educational Programme developed for the 
Army by Derry (1984) ; and Derry and Murphy (1986). As a 
welcome development, in the SLA field too, a few learning 
strategies instructional materials have started to appear. 
Procedures for planning the scope and sequence of 
strategy training activities entail identification and 
assessment of students, current strategies by the teacher, 
explanation of the specific strategy, and provision of ample 
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opportunities for practice. Table-l.l (Appendix-A) 
reproduced fom O'Malley et al. (1990, pp. 158-59) summarizes 
some learning strategy instructional sequences suggested by 
researchers. All these four sequences have the basic 
structure in which the teacher first identifies the 
students' strategies or informs students how to identify 
their own current learning strategies, explains the 
rationale and application for using additional strategies 
and provides materials and opportunities for practice and 
evaluates or assists students in evaluating their 
performance with new strategies. These sequences also imply 
use of explicit rather than implicit or embedded training. 
Instructional Materials in SLA 
The lacuna for instructional materials in SLA is filled 
to some extent by the appearance of some new materials in 
the field. For example, Chamot and O'Malley (1987) have 
developed a set of instructional materials aimed at teaching 
both language and content for upper elementary and secondary 
school students at the intermediate level of English 
proficiency known as the Cognitive Academic Language 
t 
Learning Approach (CALLA). The objectives of this course are 
to develop academic language skills in English and teach 
learning strategies alongwith teaching of subject content of 
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mathematics and social studies. The learning strategy scheme 
is approximately the same as O'Malley et al.'s (1985a), but 
for a further condensation of the list. 
Teachers initiate learning strategies instruction by 
finding out what strategies students already possess and 
what need to be taught, through interviews or think-alouds. 
After this initial assessment, teachers select the 
strategies they need to teach from the proposed 
classification scheme. The strategy is explained explicitly 
and then modelled by the teacher. This is followed by 
repeated opportunities for practice in strategy use. 
Finally, the students are helped in developing skills for 
transferring these strategies to other tasks and other 
subjects. The whole model consists of five phases: 
preparation, presentation, practice, evaluation and 
expansion activities. 
CALLA requires a high level of knowledge and skill on 
the part of the teacher. The teacher requires a solid 
understanding of the content areas of mainstream curriculum 
as well as the ability to integrate language activities with 
different subject areas. However, the model has been 
implemented and found useful across situations in providing 
the students additional support for greater school success. 
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Ellis and Sinclair (1989) have also developed actual 
instructional materials for intermediate level EFL and ESL 
students in the language classroom.^° The book aims at 
making the students more efficient and responsible language 
learners as well as providing the teacher with a model for 
learner training and to help the teacher incorporate 
strategy instruction into regular language instruction, 
though the materials themselves address only strategy 
instruction. Various classroom activities are suggested with 
examples of strategy application. A teacher's guide is also 
given to provide an overview of the background knowledge on 
strategies for the teachers. The model for strategy 
instruction comprises three phases. While the first phase 
deals with an initial assessment of the students' needs, 
resources and learning approaches; the second is concerned 
with direct instruction and practice in learning strategies; 
and the third hands over the charge of learning to the 
students themselves through activities that help them 
identify their resources and plan for future strategy 
application in the course of their study in a realistic 
manner. 
Oxford's recent book, "Language Learning Strategies : 
What Every Teacher Should Know" (1990) presents her newly 
developed classification system for giving the teacher an 
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understanding of students' strategies. The book offers many 
concrete suggestions and contains as an essential component 
of every chapter, discovery-learning activities designed to 
be carried out by the learner as well as sample classroom 
exercises to be used with students. 
Rubin and Thompson (1982) have developed a set of 
suggestions, guidelines and explanations of the language 
learning process to help foreign language students become 
more efficient language learners,®-*- This book, which happens 
to be historically among the first learner materials to 
adopt explicit learning strategy orientation, aims at 
providing the learners an explanation of the language 
learning processes in non-technical language and 
encouragement to use new language learning strategies. The 
book provides direct advice to the students for becoming 
more successful language learners. Fourteen learning 
strategies are described that students can use to improve 
their foreign language acquisition. 
Each strategy is described through a phrase beginning 
with an imperative, such as "Find Your Own Way", "Be 
Creative", "Learn to Make Intelligent Guesses". For each 
strategy, suggestions are made for a variety of activities. 
These practical suggestions are useful for highly motivated 
and mature students for their self study. For use in a 
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classroom, the suggested strategies and activities require 
to be organized into an instructional sequence consisting of 
the stages of description and explanation, modelling of 
strategies, practice, and evaluation of strategy use. This 
adaptation would require on the part of the teacher a 
thorough knowledge of the theoretical background of learning 
strategies as well as the ability to develop instructional 
materials based on suggested activities. 
George Kutash's (1990) recent book for strategy 
orientation also uses a direct advice approach providing 
discussions about resources for learning, "do's and don'ts" 
in the learning process and insights about both teaching and 
teachers.^^ 
Conclusion 
This chapter started with a consideration of the 
available theoretical background for language learning 
strategies. Though learning strategies have been recognized 
now as an important construct both in cognitive psychology 
and SLA, they have yet to be explained in a sufficiently 
elaborate manner in a theoretical model of language 
learning. 
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Secondly, the chapter described the definitional and 
classificational studies based on different modes of data 
collection, i.e., retrospective and think-aloud interviews, 
questionnaires and observations. Though the debate about the 
taxonomy of language learning strategies is not closed yet, 
most researchers agree upon the broad categorization of 
strategies into cognitive, metacognitive and social and 
affective strategies. O'Malley and Chamot (1990) point out 
that contradictions regarding different strategy names could 
be because of differing data collection instruments. For 
example, a classification based on retrospection would be 
different from one based on concurrent processing 
instruments such as think-alouds and talk-alouds. Further, 
they suggest that probably different strategies are 
appropriate at different levels of knowledge, and different 
instruments should be used to assess them accordingly, since 
different cognitive constructs may appear during the three 
modes of learning, i.e., accretion, tuning and restructuring 
(Perkins and Linville 1988; Rumelhart and Norman 1978).^-^ 
The chapter dealt next with strategy research relating 
to variables affecting strategy use. A myriad of factors 
such as task type; proficiency level; motivation; attitude; 
learning style; age; sex; educational, linguistic, and 
cultural background have been found to bear upon strategy 
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use. 
Studies related to validation of the effectiveness of 
particular strategies and their trainability are very meagre 
in number in the SLA fields as yet. O'Malley and Chamot 
(1990) remark that, "The application of learning strategies 
to second language acquisition would rest on uncertain 
ground if there were not such a strong theoretical basis for 
their effects and if there were not so many extant training 
studies in educational psychology verifying strategy 
effectiveness with a variety of first language tasks" 
(p.224). 
However, the studies that have been carried out, 
demonstrate that students can be trained successfully to use 
strategies both with integrative and discrete language 
skills and their use by students lead to enhanced 
performance. Correlational studies of validation face many 
problems such as reluctance of students to participate, and 
establishing the reliability and validity of self-report 
data and observation. Strategy validation through training 
research is beset in addition with the problems of designing 
appropriate training programmes, random assignment of 
students, and executing the training with fidelity according 
to the original design. A lot more work needs to be done in 
the area of testing the efficacy of particular strategies in 
81 
r e l a t i o n to d i f fe ren t tasks across a l l the four s k i l l s , and 
t h e i r t r a i n a b i l i t y . SLA s t u d i e s can o b t a i n c o n s i d e r a b l e 
guidance r ega rd ing such s t u d i e s from t h e c o g n i t i v e 
psychology f i e l d . F i n a l l y , awareness r e g a r d i n g the 
usefulness of incorporat ing s t ra tegy t r a in ing in language 
cu r r i cu la needs to be disseminated on a large s c a l e . 
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CHAPTER II 
A REVISED TAXONOMY OF LANGUAGE LEARNING STRATEGIES 
As Oxford (1992/93) reports, approximately two dozen 
language learning strategy systems have evolved during the 
last twenty years resulting in the lack of a single, 
coherent classification system, besetting the field with 
considerable confusion and vagueness of terms. Expressing 
concern on this situation Oxford and Crookall (1989) remark; 
"The field would be helped considerably if researcher- 'ould 
come to some consensus on definition of various strategies. 
As yet there is neither agreement on an overall, 
hierarchically organized LLS taxonomy or typology, nor on 
ways to delimit it or define a given strategy or a cluster 
of strategies" (p.414).-^ 
The purpose of the present chapter is to specifically 
address the problems mentioned above by Oxford and Crookall 
by attempting to present a hierarchically organized taxomony 
delineating three different levels in the strategy system. 
This revised classification seeks to build upon the strategy 
system developed by O'Malley et al. within a cognitive 
framework. 
As this strategy system views strategies as universal 
mental operations per se, rather than their external 
manifestations, it is implied thereby, that it can also 
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claim to be reasonably general, capable of covering a wide 
range of different learning strategies within it, applicable 
to different contexts, (whether belonging to the formal 
classroom or informal interactional settings), and different 
linguistic, social, ethnic or age groups. It claims to be 
particularly applicable to all second language learning, 
irrespective of the language learnt. 
Definition of Learning Strategies 
In cognitive psychology literature, learning strategies 
have been variously defined by different researchers. 
According to the oft-quoted definition by Rigney (1978), 
"Learning strategies are operations or steps used by a 
learner to facilitate the acquisition, storage or retrieval 
of information." R-E. Mayer (1988) defines them as 
behaviours of a learner that are intended to influence how 
the learner processes information" (p.11). According to M.C. 
Wittrock (1988), they are," ... ways that are used to 
acquire knowledge, to solve problems, to build mental 
representations and to make sense of experience" (p.288).^ 
Hence, by learning strategies one generally understands 
those facilitative activities which deal with the receptive 
aspect of learning and are seen as quite distinct from the 
strategies of communication, which are believed to bear upon 
the productive aspect of language use. D. Brown (1976a) 
makes this distinction clear in the following words: "The 
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field of second language acquisition has distinguished 
between two types of strategies: learning strategies and 
communication strategies. The former relates to "input-
processing, storage and retrieval. The latter has more to do 
with "output' ~ or how we express meaning in the language, 
how we act upon what we already know or presume to know" 
(p.91).3 
It is axiomatic that learning a language entails the 
learning of the receptive skills of listening and reading as 
well as the productive skills of speaking and writing. The 
productive skills of speaking or writing can not be learnt 
without actively being engaged in production tasks. It is 
also axiomatic to say that one learns to speak by speaking 
and to write by writing. Learning a language implies 
learning to produce the language too, and since learning to 
produce must of necessity incorporate the strategies of 
production as well, it makes little sense in viewing 
strategies of reception as being different from the 
strategies of production. 
Bialystok (1983) had remarked long ago that "... any 
strategy may potentially operate as either a learning or a 
communication strategy: ideally the implementation of a 
strategy leaves a positive mark on both learning and 
communication" (p.102).^ Tarone (1983, 1987) has also 
pointed out the overlap between learning and communication 
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strategies because of the following reasons : first, it is 
difficult to assess the individual's purpose (whether 
communication or learning), secondly, the purpose might be 
both, some learning often takes place even if the person 
just wants to communicate. She observed that many strategies 
such as paraphrase, borrowing and avoidance can be used both 
in reception and production. 
In the light of the above, it would be unwise to 
consider learning strategies to be concerned only with 
reception and to believe in the same manner that the 
strategies of communication are concerned only with 
production. The researcher attempts to develop this argument 
in the following section and attempts to demonstrate that 
strategies of learning and those of communication, though 
considered two separate constructs, are actually labels for 
the same category of mental operations. 
Learning Strategies vs. Conununication Strategies 
While discussing interlanguage, Selinker in 1972 
remarked that those "items, rules and subsystems" which are 
"a result of an identifiable approach by the learner to the 
material to be learned" are defined as learning strategies, 
while those which are "a result of an identifiable approach 
by the learner to communication with native speakers of the 
TL" are "strategies of second language communication" 
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(p.37).^ 
Since Selinker's (1972) invocation of learning 
strategies and communication strategies as two distinctly 
different entities, it has become customary in SLA 
literature to distinguish the strategies of learning from 
the strategies of communication, and while defining or 
describing the former, exhortations are frequently made to 
maintain a clear distinction between the two. Communication 
strategies have become established in the field as those 
strategies, which are used by an L2 learner when faced with 
some difficulty in speaking. Corder (1983) considers a 
communication strategy as "a systematic technique employed 
by a speaker to express his meaning when faced with some 
difficulty" (p.16). Tarone, Frauenfelder and Selinker (1983) 
call it "a systematic attempt by the learner to express or 
decode meaning in the target language in situations where 
appropriate target language rules have not been formed" 
(p.4). Faerch and Kasper (1983) posit that communication 
strategies are "potentially conscious plans for solving what 
to an individual presents itself as a problem in reaching a 
particular communication goal" (p.36).' 
Faulty Criteria for the Identification of Communication 
Strategies 
Three important features emerge from the above 
definitions, (which also distinguish them from the 
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strategies of learning) as essential criteria for the 
identification of communication strategies: 
1. Communication strategies are used by L2 learners only. 
2. Communication strategies are mainly used in an oral 
interactive situation and are used only by the speaker. 
3. The criterion of problem-orientedness is basic to a 
definition of communication strategies. 
Communication Strategies Only for L2 
Communication strategies have traditionally been 
associated in SLA literature with L2 speakers (Selinker 
1972; Tarone, Cohen and Dumas 1983).^ However, since 
communication is a universal enterprise it must be admitted 
that these strategies are used by L2 learners as well. 
Corder (1983) acknowledges this fact when he says, "It is 
now fairly clear that all language users adopt strategies to 
convey their meaning, but we are only able more or less 
readily to perceive these when the speaker is not a native 
speaker" (p.15). Faerch and Kasper are also cautious not to 
precisely specify the category of learners who use 
communication strategies and use the term "individual" 
instead of a "learner" using a target language. Hence, a 
target language situation is not to be considered a defining 
criterion for the identification of communication 
strategies, and for their differentiation from language 
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learning strategies which are known to be used by LI and 12 
users. In fact, they are basically equivalent to learning 
strategies in general (O'Malley et al. 1985b, p. 577). This 
will become further clear during the discussion of the 
taxonomy. 
Communication Strategies Only for Speakers 
Secondly, positing coitimunication strategies only in the 
domain of speaking is also a narrow view of the functions of 
those strategies, which should properly be considered in all 
the four skills of speaking, listening, reading and writing. 
In fact, the interrelationship of language learning 
strategies and communication strategies has tacitly been 
recognized by many researchers in the past. Corder (1983) 
says, "... since communication is a cooperative enterprise, 
one must suppose that we may adopt both productive and 
receptive strategies of communication. So far, no one has 
attempted within the framework of interlanguage studies to 
investigate the latter studies of communication 
strategies have, therefore, concentrated on productive 
strategies of language learners interacting with native 
speakers of the target language" (p.15). Thus, Corder is 
admitting the presence of both the receptive as well as the 
productive strategies under the rubric of communication 
strategies. Faerch and Kasper (1983) also mention the 
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strategies of reception while dealing with the strategies of 
communication: "In addition to these production strategies 
which were the only strategies to be considered in this 
article, it should be mentioned that "receptive 
communication strategies' can also result in hypothesis 
formation : the learner might use his prior LI, IL or 
contextual knowledge in order to understand L2 items which 
are not yet part of his LI system" (p. 54). 
Tarone et al (1983) in fact went a step further, when 
they voiced their hunch about the similarity of production 
and reception strategies through the following words: " ... 
certain interlanguage strategies associated with production 
apply to comprehension of language as well. For example, the 
learner can systematically overgeneralize the meaning of a 
word he hears in one context to the same word used in 
another context. Likewise, he can systematically alter 
target language input (e.g., add, delete, substitute or 
transpose forms) to make such input more consistent with his 
native language - hence, negative transfer in comprehension 
of the target language" (p.4). They took care, however, to 
make the cautious remark at the end and thus almost nullify 
their earlier stand, "We do not suggest that interlanguage 
comprehension data look like interlanguage production data. 
We aren't sure what they look like .... We simply wish to 
broaden the terminology to include this dimension of 
communication as well" (p.5). A revised definition on the 
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basis of the above, provided by Tarone et al (1983) hence 
modified the definition of communication strategy as "a 
systematic attempt by the learner 'to express or decode' 
[quotes added] meaning in the target language where the 
appropriate systematic target language rules have not been 
formed" (p.5). 
Recently, Tarone and Yule (1989) have acknowledged the 
existence of the communication strategies not just used by 
the speaker, but also by the listener.^ Oxford and Cohen 
(1992) have pointed out as well, that the same general 
principles apply to compensating for missing knowledge in 
reading and writing just as in speaking and listening. 
Readers can make guesses and writers may make use of word-
coinage or circumlocution. In her latest definition Oxford 
has also incorporated the "use" aspect of learning 
strategies (1992/1993, p.18). 
Communication Strategies Only in the Face of a Problem 
Thirdly, there is a problem with the criterion of 
problem-orientedness too. Since, in the prevalent mentalist 
view of learning, all learning is seen as problem-solving 
rather than habit-formation, the question of problem-
orientedness should not be deemed a criterion exclusively 
for a particular class of learning strategies used in the 
production of language. Hypothesis formation and hypothesis-
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testing, the chief processes in LI acquisition in fact, 
cannot be claimed to be performed without any perception of 
a problem, whether conscious or unconscious. 
Interestingly, SLA literature has identified another 
type of strategy of communication when the speaker does not 
encounter any problems; " ... in addition to communication 
strategies there seems to be another kind of notion - the 
notion of production strategy. A production strategy like a 
communication strategy is a strategy of language use. I 
would define a production strategy as an attempt to use 
one's linguistic system efficiently and clearly with a 
minimum of effort" (Tarone 1983 p.66). 
Related to the view of problem-orientedness is the view 
of considering communication strategies as products rather 
than processes. Though Corder (198 3), and specially Faerch 
and Kasper (1983) define communication strategies as mental 
plans and processes, they depend for strategy identification 
chiefly on language learner product rather than the language 
learning process. Communication strategies are considered to 
be the strategies used to overcome roadblocks in 
communication, but it must be acceded that ziany a 
communication roadblock is removed unseen. In fact, 
traditional taxonomies are not based on what goes on inside 
the mind of the learners, but it rather rests on whether the 
learners produces an erroneous item or not. If they arrive 
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at the correct item through a particular strategy, they are 
assumed to have employed a strategy of "production", 
whereas, if they fail to hit the target, even though using 
the same strategy, they would be considered to have used a 
communication strategy. An example would make this clear. 
Through the so-called strategy of overgeneralization, which 
means generalizing of L2 rules to new L2 items, if the 
learners use the right past tense morpheme to the regular 
verb "work" and produce "worked" as the past tense form of 
verb, they are considered to have used a production 
strategy, but if by using the same strategy, they arrive at 
"goed" as the past tense form of "go", they are considered 
to have used a communication strategy. 
A closer look at communication strategy terminology 
soon reveals that most of the strategy types are based on 
different erroneous productions made by learners, such as 
"borrowing", "code-switching", "paraphrase" and 
"circumlocution". Perhaps the most detailed theoretical 
description of communication strategies is provided by 
Faerch and Kasper (1983), who start with a detailed analysis 
of these strategies as "potentially conscious plans, and 
list many process-oriented tenns in their classification 
such as "interlingual transfer", intralingual transfer", 
"generalization" and "restructuring" (p.53). Unfortunately 
however, they mix up these processes with some product-based 
terms such as "code-switching", "paraphrase" and "word-
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coinage". 
The product-oriented inadequacy in communication 
strategy terminology has also been criticized by Poulisse 
(1987) because of its establishing distinctions among 
different strategy types on the basis of the linguistic form 
in which the strategy is couched. Poulisse argues that the 
traditional taxonomies are not adequate because different 
strategies are attributable for the same linguistic 
in • • 
output. As an example, Poulissse cites the situation when 
the learner might replace the word "hairdresser" by either 
"haircutter" or more lengthily as 'one who, erm. . ., cuts 
peoples' hair". The conceptual process underlying these two 
utterances is the same but they are attributed to different 
strategies, "word-coinage" and "circumlocution" respectively 
(p.143). 
To r e c t i f y t h i s problem, P o u l i s s e has proposed a 
p r o c e s s - o r i e n t e d approach towards t h e c l a s s i f i c a t i o n of 
communication s t r a t e g i e s d i s t inguish ing between two basic 
s t r a t e g y t y p e s : conceptual and l i n g u i s t i c . P o u l i s s e ' s 
c l a s s i f i c a t i o n claims to be broad and genera l ly capable of 
covering a wide range of s t r a t e g i e s . I t a l so claims to have 
encountered few problems with the ana lys i s of empirical 
da ta . However, many an instance of i n t e r a c t i o n or overlap 
between the two categor ies , i . e . , l i n g u i s t i c and conceptual 
has been reported even in Pou l i s se ' s work. Also, Poulisse 
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has failed to consider the receptive aspect of communication 
strategies. 
Apart from criticizing the existing communication 
strategies criteria for their being freguently product-
oriented, Poulisse further finds faults with the prevalent 
communication strategies taxonomies because they suffer from 
a lack of generality and because the categories are not 
mutually exclusive and overlap with each other. Actually, 
both these problems are rooted in the fact that the 
identification of communication strategies is chiefly based 
on the language learner's product or output rather than the 
underlying mental processes. 
The Similarity of Communication and Learning Strategies 
Hence, on the basis of the above, the term 
communication strategy is a misnomer on the following 
grounds: 
1. Communication is a general process and is applicable 
both to the first as well as the second language, and thus 
the strategies used in communication are also applicable to 
both LI and L2 contexts. 
2. Since communication involves all the four receptive and 
productive skills of listening, speaking, reading and 
writing, the strategies of communication can not be 
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attributed only to the domain of speaking, and should 
properly be envisaged in all these four areas of Language 
use. 
3, The criterion of problem-orientedness is problematic in 
itself, since problem-solving is a basic feature of all 
learning, and it cannot be attached to this particular class 
of strategies exclusively. 
Therefore, in view of the above arguments, if the 
strategies used in communication are those used by LI 
learners as well as by those of L2; used in both the areas 
of language reception and production, involving listening, 
speaking, reading and writing; and if their purpose is to 
tackle problems in language learning or communication in 
general, they are not different' from what are called the 
strategies of learning. 
Further, the strategies of learning and communication 
can be proved to be one and the same on three more grounds. 
The first is a logical, the second is heuristic, and the 
third is a psychological one. On the basis of logic, it is 
wrong to maintain a dichotomy between these erstwhile two 
different classes of strategies. In the context of language 
learning, the aim of learning is to communicate; therefore, 
learning a language is learning to communicate in it and 
consequently, the strategy of learning a language is the 
strategy of communicating in it. There are two sides of 
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communication - reception and production, but since 
production is based on prior reception of the input, the 
underlying strategies used in these two aspects of 
communication are the same. 
The second reason, the heuristic one, is based on a 
matching of the strategies listed in the two taxonomies of 
communication strategies and language strategies which will 
reveal at a closer look that the strategy types are 
virtually the same in the two groups. A comparative taxonomy 
of learning and communication strategies provided at the end 
of the chapter (Table 2.4 pp. ), clearly demonstrates 
this. 
Yet another reason for considering the strategies of 
learning and communication as similar, is a psychological 
one. Though a difference between the strategies employed in 
reception and those in production can be maintained 
theoretically, for all practical purposes the strategies of 
language reception and production should be considered the 
same, as both are essentially dependent on the same 
cognitive processing of information in the mind. Since, what 
is learnt and processed, is communicated or produced through 
the vocal organs or in the written mode, the cognitive 
processings that occur during comprehension and production 
are assumed to be analogous. This view is in fact 
corroborated by Anderson's (1983, 1985) model of learning, 
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who envisages the three processes involved in comprehension 
perceptual processing, parsing and utilization as 
analogous, albeit in a reverse order, to the three processes 
involved in production - construction, transfonnation and 
execution. 
The researcher hopes that she has convincingly 
demonstrated that for all practical purposes, there exists 
no difference between the strategies of learning and those 
of communication and proceeds to present a revised taxonomy 
of language learning strategies which apply both to the 
receptive as wel as the productive side of language learning 
or communication. The researcher has chosen the label 
"learning" instead of "communication" for these strategies 
because the former seems to have a wider connotation; and 
also, because recent strategy research has developed more 
under this very rubric. Before presenting the strategy 
classification, however, it is deemed necessary to deal with 
the confusion regarding the status of strategies within a 
hierarchy of mental operations, and an attempt is made to 
consider the differences between processes, strategies and 
tactics. This is followed next by a brief review of the 
strategy classification systems by Oxford and O'Malley et al 
which represent two most prominent research efforts in the 
area of language learning. Finally, the revised taxonomy. 
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Processes, Strategies and Tactics 
A great deal of confusion in SLA field prevails 
regarding what the three terms-process, strategy and tactics 
precisely imply. 
Process vs. Strategy 
Blum-Kulka and Levenston (1983) use a temporal 
dimension to distinguish between process and strategy, 
maintaining that strategy refers to "the way a learner 
arrives at a certain usage at a specific point in time, and 
process is used for" the systematic series of steps by which 
the learner arrives at the same usage over time (p. 125) . •^•'• 
Thus, Blum-Kulka and Levenston seem to suggest that an adhoc 
usage is a strategy while if the same usage is employed 
consistently and systematically over time, it will be called 
a process. Giving an example they state, "... if a learners' 
specific usage is traceable to his mother tongue, we say 
that the strategy used has been transfer. But to speak about 
transfer as a process, we have to know to what extent and in 
which ways the learners* mother tongue has influenced his 
interlanguage. If we find the same specific usage repeated 
by the learner in the same contexts over time, we may say 
that a certain aspect of the learner's interlanguage has 
been formulated as a result of a process of transfer" 
(p.125). 
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Bialystok (1978) distinguishes processes from 
strategies by the criteria of obligatory vs. optional, 
considering processes as obligatory and strategies as 
optional mental activities. Faerch and Kasper (1983) also 
seem to view process as "an indispensable category in IL 
studies," agreeing with the definitions of Brown (1976a) who 
calls them, "continuing development involving a number of 
changes" (p.136).-^^ Thus, Faerch and Kasper also take 
process in a general sense in which researchers refer to the 
processes of LI or L2 acquisition or learning, and the 
processes of creolization and pidginization. 
Strategy vs. Tactics 
Oxford and Cohen (1992) make a difference between 
strategy and tactics on the basis of the use of the two 
words in military parlance; in which strategy is a broader 
concept than tactics. "Tactics is the act of using troops in 
battle: strategy is the art of using battles to win wars". 
(James 1984, p. 15).^-^ 
A parallel distinction has been maintained by the 
educational psychologist Schmeck (1988) who considers 
strate^ to be "a general approach or plan" of the learner, 
as well as higher level cluster of learning tactics that 
work together to produce a uniform learning outcome." 
(p.171). Schmeck gives the examples of conceptualizing, 
personalizing and memorizing as learning strategies. Tactics 
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on the other hand are considered by Schmeck as "specific 
activities" of the learner, and are called "observable" 
operationalization of a broader strategy" (p.171). 
According to Seliger (1982) strategies are groups of 
biologically determined, constant and abstract cognitive 
functions used to acquire knowledge. In contrast, tactics 
are lower level activities carried out in order to meet the 
demands of language acquisition according to the particular 
context.-^'* O'Malley et al- (1990) also choose to view 
strategies as underlying mental operations, distinguishable 
from tactics such as "creating opportunities for practice" 
and "responding positively to learning opportunities or 
exploiting learning environments" (p.45). 
A few things which are evident in general from the 
above definitions are the following: 
1. In the order of hierarchy, processes are at the topmost 
level of mental operations, strategies come next and tactics 
are placed at the lowest position. 
2. Processes imply gradual development over time, while 
strategies and tactics take place at specific points of 
time. According to this, a strategy is a manifestation of a 
process at a specific point of time, and a tactic is a 
specific manifestation of a strategy at a specific point of 
time. 
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3. Processes are general, obligatory and indispensable; and 
strategies and tactics are optional. This stand is, however, 
debatable since as demonstrated later, while some strategies 
may be called optional, others seem more general and more 
like "biologically determined, constant, and more abstract 
cognitive functions", as Seliger points out above. 
4. While strategies refer to abstract mental operations, 
tactics refer to observable operationalization of these 
strategies according to some views. While the hierarchical 
organization presented through these views is convincing, 
the criterion of tactics being observable is not exactly so. 
One can envisage many a circumstance when the 
operationalization of a strategy may not be observable and 
is carried out in the mind itself. For example, one might 
operationalize the strategy of repetition by reading a text 
aloud again and again, or one might do it silently in the 
mind. Seliger's distinction above, between strategy and 
tactics avoids this problem since he does not label his 
tactics as "observable". 
Obviously, the problem of distinguishing clearly among 
the above three terms is a tricky one and in the absence of 
a clearcut and ultimate answer to this problem, the 
researcher proposes a three level hierarchical organization 
of strategy to be used in her classification scheme: 
megastrategy, macrostrategy and microstrategy. A 
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megastrategy is the highest level strategy, subsuming all 
other strategies within it. Macro-level strategies at the 
next level, encompass clusters of microstrategies, which are 
the lowest level mental operations of their kind. These 
microstrategies are operationalized through tactics which 
may not always be mental operations per se, and 
observability is not considered a criterion for their 
identification. 
A Review of Oxford's Language Learninq 
Classification Schemes 
It is perhaps Oxford, who has done the most extensive 
research on language learning strategies. Over the years, 
she has produced many different classification systems of 
language learning strategies based on a synthesis of earlier 
classifications of which the three most prominent ones are 
mentioned below: 
Oxford's Classification/ 1985 
Oxford's early classification scheme (1985) built upon 
previous language learning taxonomies yielded an extensive 
list of sixty four strategy types under two broad 
categories: primary and support strategies. O'Malley and 
Chamot (1990) point out three important drawbacks with this 
categorization: 
1. It is not based on any underlying cognitive theory. 
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2. It fails to organize strategies in a hierarchical order 
according to their importance. 
3. There are many instances of overlap among 
subcategories. 
However, this strategy system by Oxford was useful in 
providing a strategy inventory known as Strategy Inventory 
for Language Learning (SILL). 
Oxford's Classification, 1990b 
Later, Oxford (1990) presented a classification scheme 
again based on a synthesis of earlier work, this time 
consisting of six broad categories: metacognitive, 
affective, , social, memory cognitive and compensatory. The 
groups of strategies tenned as metacognitive, cognitive, 
affective and social are conventionally recognized by most 
other researchers as the main categories in strategy 
classification. However, Oxford adds two more to these: 
memory and compensatory. By memory strategies she means 
strategies such as "grouping, imagery, rhyming, moving 
physically and structured reviewing", and within 
compensatory strategies she lists strategies such as 
"guessing meanings from contexts and using synonyms and 
gestures to convey meaning" (p.20). 
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The problem with the above classification is firstly, 
that it separates "memory strategies" as an independent 
category, though it should more appropriately be subsumed 
under the cognitive category; memory being an important 
component of human cognition. Secondly, it mixes physical 
behaviour, i.e., "moving physically" with abstract mental 
operations such as grouping and imagery. Thirdly, the 
compensatory strategies as well, did not require to be 
separated from other cognitive strategies, since all the 
strategies which Oxford lists under this category are based 
on elaboration, well known in the literature as an important 
cognitive strategy. 
On the above ground therefore, this classification 
scheme presented by Oxford is by no means an improvement 
upon previous taxonomies and does not satisfy Oxfords' own 
conditions which she later laid down (Oxford and Cohen, 
1992) for an appropriate classification of language learning 
strategies. 
Oxford and Cohen's Classification, 1992 
Subsequently, Oxford proposed yet another 
classification scheme in collaboration with Cohen (Oxford 
and Cohen 1992). Deploring a link between language learning 
strategies on the one hand and learning styles, and other 
personality related variables and demographic factors on the 
other, she attempts to do away this problem by providing 
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what she calls a "whole-person" classification of language 
learning strategies, which does not concentrate only on 
cognitive factors of learning, but views the learner as 
affected by a host of cognitive, affective, stylistic, 
ethnic and cultural factors. The substrategies which operate 
under the main strategies have been named as tactics in 
Oxford's new classification system. This strategy system 
which consists of seven main groups of strategy types has 
been reproduced below. It is significant that Oxford has 
here included the productive as well as the receptive 
aspects of strategies. 
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TABLE 2.1 
A Possible Organization of Language Learning Strategies and 
Their Supporting Tactics Useful for All Four Language Skills 
{Oxford &_ Cohen 1992) 
1. Strategy = forming concepts and hypotheses (building 
declarative knowledge) . 
Tactics = simplifying through transfer, simplifying 
through overgeneralization, using inferencing to figure 
out the meaning in the absence of adequate vocabulary and 
grammar; categorizing, comparing, contrasting, 
hierarchically organizing, analyzing, reasoning 
deductively, abstracting, creating networks, 
propositions, and schemata (conceptual frameworks). (See 
Faerch & Kasper, 1980, 1983; Ellis, 1986; Oxford, 1990b; 
Schmeck, 1988). This group contains tactics that have 
often been known until now as cognitive strategies and 
compensatory strategies for listening and reading. 
2. Strategy = testing hypotheses. 
Tactics = testing hypotheses by means of intake analysis, 
assessing correctness of feedback, consulting experts, 
asking for verification or correction. (See Faerch & 
Kasper, 1980, 1983; Ellis, 1986; Seliger, 1980). This 
group contains tactics that have often been classified 
until now as metacognitive strategies and social 
strategies. 
3. Strategy = personalizing mental linkages. 
Tactics = referring to oneself, creating personal 
examples, using personal language and images, linking new 
information with personal experience and prior knowledge 
- also called elaboration. (See Schmeck, 1988; Oxford, 
1990b) This group contains tactics that have often been 
contained until now in lists of cognitive strategies. 
4. Strategy = embedding new material in long-term memory. 
Tactics = repetitive rehearsing of information; using 
memory devices like imagery, keyword technique, rhyming, 
acronyms, physical response; imitating, encoding by role 
or verbatim; formal practicing; and functional 
practicing. (See Schmeck, 1988; Oxford, 1990b) This group 
contains tactics that have often been termed until now 
memory strategies or cognitive strategies. 
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5. Strategy = understanding one's affective state. 
Tactics = using positive self-talk, discovering one's 
personality type and learning style, assessing one's 
feelings, using a diary, relaxing by means of music or 
breathing, using humor. (See Brown, 1987; Dansereau, 
1988; McCombs, 1988; Ilorwitz & Young, 1991; Oxford, 
1990b) This group contains tactics that have often been 
termed until now affective strategies. 
6. Strategy = managing one's learning process. 
Tactics = setting goals, evaluating one's progress toward 
goals, checking comprehension, testing one's knowledge, 
planning for language tasks, deciding in advance to pay 
attention to specific aspects of input, deciding in 
advance to pay attention to the task and avoid 
distractions, arranging for practice partners, looking 
for practice opportunities, previewing, looking for the 
organizing principle, organizing the learning environment 
and materials. (See O'Malley & Chamot, 1990; Oxford, 
1990b). This group contains tactics that have often been 
called until now metacognitive strategies. 
7. Strategy = producing oral or written language while 
lacking adequate linguistic knowledge. 
Tactics = communicative achievement tactics such as 
gesturing, miming, paraphrasing, literally translating, 
substituting, restructuring, approximating the message, 
coining words, switching to the native tongue, waiting 
for the item to come to mind; and communicative reduction 
tactics such as avoiding use of certain rules, speech 
acts, and functions. (See Tarone, 1980, 1981; Ellis, 
1986; Oxford, 1990b). Most of these strategies can be 
used for both writing and speaking. This group contains 
tactics that have often been called until now 
compensatory strategies or communication strategies. 
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The above revised classification scheme by Oxford and 
Cohen suffers from the following defects; 
Overlap of Substrategies or Tactics across Different 
Strategy Types 
The following examples bear this out: 
i) The strategies listed under the main category 
hypothesis-testing, i.e., transfer, overgeneralization, and 
simplification, all involve "linking of past experience to 
present knowledge". However, linking of past and present 
knowledge has been repeated under the rubric of another 
category, i.e., "personalizing". 
ii) "Embedding" new material in long-term memory includes 
the tactic of "imagery", which is again listed under 
"personalizing", termed as "using personal language and 
images". 
iii) Tactics mentioned under hypothesis-testing (e.g., 
testing one's knowledge, checking comprehension) have been 
repeated under the category of managing one's learning 
process. 
Criterion-Mixing 
The strategy listing suffers from another defect which 
Oxford and Cohen (1992) themselves complain of in other 
taxonomies and seek to redress, i.e., criterion-mixing: 
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i) Universally acknowledged mental operations such as 
simplification, inferencing and organizing have been termed 
simply as tactics and listed under the rubric of the 
strategy "hypothesis-testing". Doing this, Oxford and Cohen 
have contradicted themselves, because earlier, in the same 
article they define tactics as "short-term art of using 
specific behaviours" and "observable operationalization of a 
broader strategy" (pp. 4-5). Thus, even according to their 
own definition, simplification, inferencing and organizing 
cannot be called tactics. 
ii) Again, "assessing correctness of feedback" and 
"consulting experts" are both listed as tactics under the 
strategy of hypothesis-testing. It should be noted that 
while the former can be viewed as a mental operation, the 
latter will more appropriately be called a tactic. 
iii) In the same way, another example of criterion-mixing is 
to term "linking new information with personal experience 
and prior knowledge", well-known as the cognitive strategy 
of elaboration in cognitive psychology (Schmeck, 1988; 
Anderson 1983, 1985; Weinstein and Mayer, 1986; Schallert, 
1982), merely as a tactic under the strategy of 
"personalizing". 
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Arbitrary and Ad Hoc Inclusion of Coininunication Strategies 
The final type of strategies in Oxford and Cohen's 
classification scheme is "producing oral or written language 
while lacking adequate linguistic knowledge." Oxford and 
Cohen's inclusion of "communication strategies" within 
learning strategy taxonomy is ad hoc and not organically 
incorporated into the strategy system. The criterion of 
problem, or lack of "adequate linguistic knowledge" has 
already been demonstrated to be faulty while dealing above 
with communication strategies. 
It has also been shown above that all the assumptions 
and criteria on which the strategies termed as 
"communication strategies" rest are wrong and ought not to 
be viewed as separate from language learning strategies in 
general. In fact they can be explained within the existing 
categories of learning strategies and need not be added 
separately to the list as an independent entity. Thus, the 
inclusion of communication strategies on an arbitrary basis 
is unsatisfactory. 
Finally, Oxford and Cohen claim to give a whole-person 
view of language learning through their strategy list, but 
it is doubtful whether they really succeed in doing so. 
Since, if the strategy list aims at reflecting a human 
personality in its totality, then it should mention all the 
myriad factors that make up a personality such as culture, 
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gender, age, nationality, emotions, intelligence and 
aptitude as defining criteria for the strategies yielding an 
extensive list of strategy types such as culture-based, 
nationality based and so on. 
A Review of O'Malley et al.'3 Classification of 
Lancruage Learning Strategies; 
The next most prominent work on language learning 
strategies has been performed by O'Malley et al., whose 
classification system has also undergone many modifications, 
albeit minor ones, over the years. Their classification 
system draws upon cognitive psychology literature and 
identifies strategies essentially as distinct mental 
operations. Because of its insistence on viewing strategies 
as distinct cognitive mechanisms, this classification system 
has largely been able to avoid the problems of strategy 
overlap and criterion - mixing. Building upon previous 
strategy research of other researchers and their own, 
O'Malley et al. have added many new strategies to the 
existing main categories, making it quite extensive. 
There is scope, however, to make this classification 
more rigorous and systematic and more hierarchically 
organized. The main categories of metacognitive, cognitive 
and socio-affective strategies of O'Malley et al. have not 
been classified further, which the present revised 
classification attempts to do. The classification scheme 
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presented by O'Malley and Chamot (1988) and reported in 
O'Malley and Chamot (1990, pp. 198-199) has been reproduced 
in Table-2.2 which is followed by the presentation of the 
researcher's own revised taxonomy. For the purpose of 
comparison, O'Malley and Chamot will henceforth be 
abbreviated mostly as O&C throughout this chapter. 
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TABLE-2.2 
Learnincf Strategies Taught in the Cognitive Academic 
Language Learning Approach (CALLA) , (O'Malley & Chcunot 1988) 
Metacognitive Strategies 
Advance organization 
Advance preparation 
Organizational planning 
Selective attention 
Self-monitoring 
Self-evaluation 
Self-management 
Previewing the main ideas and 
concepts of the material to be 
learned, often by skimming the 
text for the organizing 
principle. 
Rehearsing the language needed 
for an oral or written task. 
Planning the parts, sequence, 
and main ideas to be expressed 
orally or in writing. 
Attending to or scanning key 
words, phrases, linguistic 
markers, sentences, or types of 
information. 
Checking one's comprehension 
during listening or reading, or 
checking one's oral or written 
production while it is taking 
place. 
Judging how well one has 
accomplished a learning task. 
Seeking or arranging the 
conditions that help one learn, 
such as finding opportunities 
for additional language or 
content input and practice. 
Cognitive Strategies 
Resourcing 
Grouping 
Using reference materials such 
as dictionaries, encyclopedias, 
or text-books. 
Classifying words, terminology, 
numbers, or concepts according 
to their attributes. 
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Note taking 
Summarizing 
Deduction 
Imagery 
Auditory representation 
Elaboration 
Writing down key words and 
concepts in abbreviated verbal, 
graphic, or numerical form. 
Making a mental or written 
summary of information gained 
through listening or reading. 
Applying rules to understand or 
produce language or solve 
problems. 
Using visual images (either 
mental or actual) to understand 
and remember new information or 
to make a mental representation 
of a problem. 
Playing in back of one's mind 
the sound of a word, phrase, or 
fact in order to assist 
comprehension and recall. 
Relating new information to 
prior knowledge, relating 
different parts of new 
information to each other, or 
making meaningful personal 
associations with the new 
information. 
Transfer 
Inferencing 
Using what is already known 
about language to assist 
comprehension or production. 
Using information in the text to 
guess meanings of new items-, 
predict outcomes, or complete 
missing parts. 
Social and Affective 
Strategies 
Questioning for Eliciting from a teacher or peer 
clarification additional 
explanation, rephrasing, 
examples, or verification. 
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Cooperation Working together with peers to 
solve a problem, pool 
information, check a learning 
task, or get feedback on oral or 
written performance. 
Self-talk Reducing anxiety by using mental 
techniques that make one feel 
competent to do the learning 
task. 
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A Revised Taxonomy of Language Learning Strategies 
O&C have divided the strategy types into three main 
categories: metacognitive, cognitive and socio-affective. 
Metacognitive Strategies: These strategies govern the 
planning, monitoring and evaluating of the language learning 
process. They do not involve the direct manipulation of 
input but affect it indirectly by making decisions about the 
learning process. For example, creating opportunities for 
practice can be viewed as a tactic or microstrategy under 
the metacognitive macrostrategy of organizing. 
Cognitive Strategies: These strategies involve direct 
manipulation of the input. Making guesses on the basis of 
input, or highlighting can be called microstrategies within 
this group. 
Socio-Affective Strategies: These strategies consist of 
social mediating activities such as asking others for 
clarification or addressing the affective demands of the 
learning situation, such as allaying fear and anxiety by 
deliberately trying to relax. This last category of socio-
affective strategies has been split into two distinct 
categories in the present taxonomy as social and affective 
strategies to give them separate identity. 
While retaining the above mentioned basic categorization 
regarding the main categories which the researcher calls 
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megastrategies, some modifications have been made in the 
identification and categorization of the substrategies as will be 
seen in the following: 
Metacognitive Strategies 
Metacognitive strategies have been subdivided into 
three main groups: organizational, executive and evaluative. 
Organizational Strategies: These strategies are concerned 
with the advanced planning and organization of the learner 
vis-a-vis the learning task, whether receptive or 
productive. The following can be envisaged as metacognitive 
organizational strategies: 
i) Advance Organizer: Understanding the cognitive demands 
of the receptive or productive learning task, mentally 
organizing oneself with respect to the task, thinking of a 
similar task before, can be cited as microstrategies under 
this category. 
ii) Self-Management: Realizing the appropriate atmosphere 
conducive for one's learning and arranging for it, for 
example becoming culturally aware about the L2 group, 
seeking opportunities for practice in L2, such as going to 
L2 movies or speaking to natives for the sake of getting 
exposure. 
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iii) Delayed Production or Avoidance: Deciding not to use 
certain items of language until a later time because of 
being unsure of them, avoiding to speak in L2 when not sure 
of oneself, can be cited as microstrategies operating under 
this macrostrategy. 
Executive Strategies: The executive strategies are concerned 
with the immediate execution of the learning task. The 
following strategies can be envisaged under this rubric: 
i) Repetition and Rehearsal: Subjecting oneself to 
repeated exposures to the input for the sake of 
reinforcement is a micro-metacognitive strategy. 
ii) Directed Attention: Applying concentration to the given 
task, avoiding distraction, selectively attending to certain 
portions of the task can be cited as examples in this 
category. 
iii) Referencing: This microstrategy includes tactics such 
as consulting a dictionary, asking the teacher for 
clarification of doubts or getting help from peer. 
Evaluative Strategies: Evaluative strategies are concerned 
with the assessment and checking of the learning process by 
the learner. This category may include the following 
microstrategies: 
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i) Self-monitoring, i.e., continual checking and 
correcting of errors in one's learning and production. 
ii) Self-evaluation, i.e., evaluating one's achievement or 
progress at intervals or after a task has been completed. 
Comparison of Metacognitive Strategies with 
O'Malley &_ Chamot' s List 
i) O&C's list of metacognitive strategies has not been 
categorized further, while the present taxonomy classifies 
them further into three main groups: organizational, 
executive and evaluative, and lists distinct categories 
under each which is an attempt to achieve greater precision 
and compactness of categorization. 
ii) It covers all the strategies, mentioned under O&C's 
list of metacognitive strategies. 
iii) It deletes "selective attention" from the metacognitive 
list as it is more appropriately considered a cognitive 
strategy. 
iv) It adds repetition to the megacognitive list, while 
O&C's list it as a cognitive strategy. According to the 
researcher, mere repetition is a mechanical activity, not 
involving direct cognitive manipulation of the input, and 
thus should be called more appropriately an executive 
metacognitive strategy, rather than a cognitive one. 
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v) Referencing, which is another term for resourcing 
mentioned in O&C's cognitive list, is also seen more 
appropriately as an executive metacognitive strategy. Thus, 
the act of looking up a word is a tactic of "referencing' -
an administrative decision regarding the learning task. When 
the word is found and its meaning learnt from the synonyms 
given in the dictionary, different cognitive strategies of 
learning such as analogy and guessing can come into play. 
vi) Lastly, it coalesces the two metacognitive strategies 
in O&C's list, i.e., "advance organizer" and "organizational 
planning" as they seem to refer to the single strategy of 
planning with regard to the receptive and productive aspects 
of learning. 
Cognitive Strategies : Strategies of Simplification 
Language learning, and for that matter all learning, is 
essentially a process of simplification. What the researcher 
wishes to say is that there is only one main cognitive 
strategy of language learning - the megastrategy of 
simplification. All other cognitive strategies of learning 
can be explained as manifestations of the single strategy of 
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simplification. 
In fact, simplification as a learning strategy has been 
a controversial entity in SLA. Faerch and Kasper (1980) 
consider it a strategy of "non-learning" and Corder (1981b) 
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believes that "... it does not make sense to refer to the 
learner as simplifying what he does not possess". However, 
some eminent linguists have given simplification its due 
place in language acquisition. Schumann's (1982) remark can 
serve as an answer to Corders'objection to viewing 
simplification as a learning strategy when he says;-^^ 
"... as many researchers have pointed out, 
simplification implies having something and then eliminating 
it. If learners do not supply morphology, it is because they 
do not know it. But I regard lack of morphology as 
simplification because learners do not process it in the 
input, and, therefore, it is not available in their output. 
Giving example of another type of simplification he further 
says, "Transfer can perhaps be more easily seen as an aspect 
of simplification. Learners by following their language 
pattern in production of their TL are certainly making the 
task easier for themselves." (p. 338) 
J.C. Richards (1975) also considers simplification "as 
a universal learning strategy based on the extension or 
application of rules", and states that simplification 
involves "increasing the generality of rules through 
extending their range of application and through dropping 
the rules of limited applicability." Thus, he was viewing 
"generalization" as a strategy of simplification (p.116). 
Blum-Kulka and Levenston (1978) view simplification as a 
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strategy as well as a process both for the "learner" as well 
as the "user" and define it as "a process ... of making do 
with less words" (p.399). Hence, deletion of redundancy, 
transfer and generalization are identified as strategies of 
simplification by the above researchers. 
Transfer and generalization are basically the same 
process which chiefly consists in relying on prior knowledge 
for the learning of new input. This view is also 
corroborated by Taylor (1978):" The overgeneralization and 
transfer learning strategies appear to be two distinctly 
different linguistic manifestations of one psychological 
process: reliance on prior learning to facilitate new 
learning" (p.73)-^°. This strategy is termed as "elaboration" 
in cognitive psychology and considered as one of the most 
fundamental strategies of learning (Anderson 1983, 1985; 
Weinstein & Mayer 1986; Schallert 1982) Given the 
universally essential nature of the strategy of 
simplification with regard to all learning in terms of both 
its components, i.e., deletion of redundancy and reliance 
on prior knowledge, mentioned above, this strategy should be 
seen both as a process as well as a strategy. 
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Hence, simplification can be defined as a strategy used 
by learners to ease their burden of learning either by: 
i) Deleting redundancy in the input and selecting or 
attending to the more important (phonological, lexical, 
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structural or conceptual) items in the input and; 
ii) relying on previous knowledge by finding relationships 
between previous knowledge and present input. 
Hence, simplification as a megastrategy is composed of 
two macrostrategies: 
Selection/Deletion 
Elaboration 
Selection/Deletion: Selection consists in easing one's 
burden of learning by concentrating on selected portions of 
language input or output. For example, lack of morphology in 
the production of learners is an example of the strategy of 
deletion in early LI or L2 acquisition. Because learners 
choose to concentrate on the processing of important items 
of input, they leave out the redundant items as a processing 
strategy. Hence, the absence of less important or redundant 
items in the output such as inflexion and auxiliary. The 
following tactics can be envisaged under the strategy of 
deletion: 
Semantic Deletion: This tactic involves deletion of the 
content words either while receiving input or producing 
output. In fact deletion of certain linguistic elements in 
output reflects similar deletion of these elements during 
reception for ease of processing. For example, "The food is 
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very hot" reproduced by a learner as "Food hot", is an 
example of semantic deletion/ selection which demonstrates 
that the speaker has lightened his burden by selecting the 
two most important items for cognitive processing, and 
deleting others as redundant or less important for conveying 
the meaning. 
Syntactic Deletion: Another form of deletion involves 
omission of form words such as inflexions, affixes and other 
morphological items. Thus, "cat drink milk", for "The cat is 
drinking milk," in the language of a learner is an example 
of syntactic deletion through which he/she drops the 
inflexion "-s", considering it redundant for the 
understanding or expression of his/her meaning. 
In the classroom context, outlining, note-taking, 
highlighting, summarizing and precis-writing are all 
examples of deletion. Syntactic and semantic deletion 
interact with each other in real reception and production 
and it might not always be easy to decide which type of 
deletion is involved in a particular instance. Semantic and 
syntactic deletion has been termed in communication 
strategies literature as semantic and syntactic avoidance. 
Topic avoidance, however, along with delayed production seem 
more appropriately to be metacognitive strategies involving 
administrative decisions regarding the learning task. 
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Elaboration: Elaboration is a strategy chiefly based on 
creating links and relations either between items of present 
input or between new input and past experience. Recognized 
as a very potent strategy of learning in cognitive 
psychology, it consists chiefly in creating different sorts 
of relationships and networks which help the learner to form 
hypotheses and make inferences. Weinstein and Mayer (1986) 
note that in Wittrock's (1974, 1978, 1981) model of 
learning; "the integrative process used by the learner to 
relate new information to either concepts or schemas already 
in semantic memory, or distinctive memories of experience, 
are the key determinants of new learning and subsequent 
performance. They further remark that "creating 
connections", or elaborations between to-be-learned 
information and already established context and procedural 
knowledge is a major component of most knowledge acquisition 
frameworks based on schema theory (Schallert 1982)" (p.320). 
Apart from creating connections between past knowledge and 
present input, links can also be made among items of present 
input. Ellis (1986) uses the term "inferencing" for this 
type of elaboration, and reserves the term "simplification" 
for linking new information to past experience (pp. 171-
72).^^ However, such a distinction is not necessary in the 
researchers' opinion, as past and present knowledge 
structures interact with each other in complex ways in 
learning, and it is very difficult to precisely identify how 
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many different items of past and present knowledge have gone 
into arriving at a guess or making a decision. 
The macrostrategy of elaboration can consist of the 
following microstrategies: 
Analogy; As the term suggests, by analogy is meant the 
strategy of relying on similarity either between items of 
new input and past knowledge. Analogy or analogical 
reasoning can be manifested through the following tactics; 
i) Use of LI: This is also termed as transfer in SLA and 
is employed when the learners find and utilize some 
similarity between the new L2 item and a previously known LI 
item in understanding or producing the L2. An example of 
this can be the use of LI translation equivalents or LI 
concepts or sounds in learning L2. "Borrowing" or "code-
switching" are examples of this strategy from the 
communication strategy literature. 
ii) Use of Known L2: This process is termed as 
"overgeneralization" in communication strategies literature 
implying some sort of error in the IL input, but since the 
strategy can also help the learner in arriving at the 
correct item, the term generalization seems to be more 
proper in the context. An example of this strategy can be 
learning of pluralization such as "craftsman-craftsmen" on 
the basis of the rule "man-men". "Paraphrase" and 
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"circumlocution" cited in communication strategies 
literature can also be termed as instances of such 
simplification through the use of known L2. 
iii) Use of L3: Similarly, the learner can make use of any 
other linguistic system apart from the LI or L2 for gaining 
knowledge of an L2 item. 
iv) Use of Known Extra-Linguistic Knowledge: The learner 
can also make use of previous extralinguistic knowledge 
about the world in understanding new L2 input or producing 
in the L2. 
v) Visual Representation: Visual representation of an idea 
or resorting to similarity of the to-be-learnt or to-be-
produced L2 item with its visual counterpart, i.e., 
employing mental images, picture, diagram, mime, gesture or 
use of T.V. which are well-established learning aids come in 
this category. 
vi) Auditory Representation: This strategy is also based on 
finding some sort of similarity between the known and the 
new item; for example, learning the meaning of a bird or 
animal in L2 by listening to the sound made by it. 
Inferencina: This involves making inferences based on 
different types of relationships between items of new input 
and prior knowledge or among different parts of new input. 
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The following tactics can be envisaged under this category: 
i) Guessing: Learning the meaning of words from contextual 
clues. 
ii) Relating: Finding implications or underlying relations 
between items, facts or concepts. 
iii) Predicting: Predicting about syntactical, semantic or 
conceptual items about to be encountered in the language 
input. 
iv) Contextualization: Placing a new item in its proper 
linguistic context. 
v) Deductive Reasoning: Trying to understand new input on 
the basis of learned rules. 
vi) Inductive Reasoning: Arriving at a conclusion or rule 
on the basis of different specific examples. 
Organizing: For ease of learning, learners often rely on the 
strategy of organizing by imposing an order on their input 
or output. It is worth noting that this organizing is 
different from metacognitive organizing, because while in 
cognitive organization the learner organizes the material to 
be learnt, metacognitive organizing involves organizing 
oneself vis-a-vis the learning task. Organizing can manifest 
itself through the following tactics: 
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i) Grouping/Clustering: Lumping together many things which 
have similar characteristics or putting the newly available 
item (either in input or output) in an already existing 
category in the mind. In a speaking or writing task, 
grouping the related points together in a paragraph can be 
cited as an example. 
ii) Arranging: Arranging involves placing items in a 
particular order or sequence, in terms of priority, 
chronology or some other criterion. In a writing or speaking 
task, arranging the points in order of their importance can 
be cited as an example. The same may apply in listening or 
reading tasks too. 
iii) Breaking: Breaking involves decomposing of the input or 
output data into its component ^  parts in order to make 
reception or production easier. After initial 
decomposing/breaking, the strategy may involve subsequent 
selection of items involving deletion of others, or it may 
also involve analysis of the component parts. 
Comparison of Cognitive Strategies with 
O'Malley and Chamot's List 
i) The revised taxonomy covers O&C's strategies of 
translation, imagery, auditory representation and keyword 
under the strategy of "analogy" (an elaborative strategy). 
Use of L3 and extralinguistic knowledge have been added to 
the list under analogy, which do not appear in O&C's scheme. 
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ii) The main strategy of deletion covers note-taking from 
O&C's list and adds the sub-strategies of highlighting, 
summarizing and precis-writing. 
iii) The strategies of deductive reasoning, recombination, 
elaboration, inferencing, grouping and contextualization in 
O&C's list are subsumed under the main strategy of 
elaboration. However, the revised taxonomy adds the 
strategies of "inductive reasoning" to this list. 
iv) As stated earlier, it deletes "repetition" and 
"resourcing" from O&C's list of cognitive strategies and 
transfers them to the list of metacognitive strategies as 
they are viewed more appropriately to originate as 
administrative decisions about the learning task rather than 
direct manipulation of the learning item. 
To sum up, the revised categorization of cognitive 
strategies covers all the strategies mentioned in O&C's 
cognitive list and adds many more to it. 
Affective Strategies 
Affective strategies are concerned with the affective 
control of the learning process and the following strategies 
can be subsumed under this list: 
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Motivational Strategies; These strategies are concerned with 
the learner's self-motivation regarding the importance of 
the learning task. No learning can take place if the learner 
is not sufficiently motivated to learn. The motivational 
strategies could either be integrative or instrumental or 
both, according to the type of motivation they are related 
to. Hence, relating a given task to one's needs and 
encouraging oneself to do it might be cited as a tactic 
under this. 
Inspirational Strategies: Emotional strategies such as 
allaying one's fears in taking up the learning task through 
self-talk, instilling confidence in oneself, rewarding 
oneself on completing a task successfully come under this 
category. 
Social/Interactional Strategies 
These strategies which help in initiating and 
maintaining interaction in the classroom or outside and aid 
in conversation, also promote learning in an indirect 
manner. For example; 
Learning Tricks of Conversation; This may incorporate 
tactics such as those mentioned by Wong-Fillmore (1979); 
i) Joining a group and acting as if you understand what's 
going on even if you don't, i.e., pretending. 
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ii) Giving the impression with a few well-chosen words that 
you speak the language, e.g., picking up some formulaic 
expressions. 
iii) Counting on your friends for help, i.e., asking 
questions. 
Becoming Culturally Aware Trying to acquaint oneself with 
the culture and traditions of the target community can also 
be cited as a social strategy. 
Oxford (1992/93) deplores the "woeful lack of research 
emphasis given to social and affective strategies" (p.20). 
According to Dansereaus' classification, while cognitive 
strategies directly influence the learning process, 
metacognitive, social and affective strategies do so in an 
indirect way. These indirect strategies are important in 
themselves and should be studied in their own right. It is 
well recognized that optimum learning can never take place 
without the presence of proper motivation (an affective 
strategy) or without creating a proper learning opportunity 
(a metacognitive strategy). However, when the right 
motivation and right opportunity are present and learning 
does take place, then it is the cognitive strategies which 
come into play and decide how and to what extent learning 
will take place. Thus, cognitive strategies are concerned 
with the core learning process and should be viewed as such. 
This situation is analogical to the biological process of 
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the digestion of food. Digestion will be hampered by poor 
appetite, sickness or worry, and is important to consider 
these factors for proper digestion to take place. However, 
it should be realized that these factors will remain 
external to the working of the digestive system proper, and 
have to be considered so. 
Comparison of Social and Affective Categories with 
O'Mallev ^ Chamot's Socio-Affective Category 
This listing of social strategies is slightly different 
from O&C's socio-affective category in the following ways: 
i) It splits the socio-affective strategy type into two 
clear cut categories: social and affective. 
ii) It adds many new social strategies to the list (those 
cited by Wong-Fillmore) under a separate category of 
social/interactional strategies. 
iii) Affective strategies, also presented as a distinct 
category, has been classified into two broad groups: 
motivational and inspirational. 
iv) O&C's strategy list (1988) mentions questions for 
• 
clarification, cooperation and self-talk as three socio-
af fective strategies. Of these, the first two have been 
listed under referential strategies as a type of 
metacognitive strategy, as already mentioned. The last one 
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has been included into the category of inspirational 
strategies. 
v) As in O&C's classification, social and affective 
strategies have not been elaborated upon much. However, this 
is not to imply their lack of importance. 
Conclusion 
Advantages of the Revised Taxonomy 
i) The revised taxonomy is an extension of O&C's 
classification scheme and attempts to put diverse 
substrategies not hitherto categorized, into clearly defined 
main categories, and hence, tries to achieve greater 
coherence, precision and systematicity of presentation. 
ii) The revised taxonomy is also more economical in that it 
subsumes various substrategies within a few main strategies 
under the four broad categories of cognitive, metacognitive, 
social and affective strategies. The metacognitive category 
incorporates all O&C's strategies within three macro 
strategy types. The cognitive and the affective groups have 
only two main strategies each, but are capable of 
encompassing a wide range of strategies within them. The 
interactional strategy category admittedly needs further 
elaboration. 
iii) The description of all cognitive strategies chiefly as 
a process or a megastrategy of simplification, consisting of 
only two broad strategies, i.e., selection and elaboration, 
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and the explaining of all the diverse cognitive strategies 
mentioned in the literature within these two broad 
categories is expected to affect data collection as well as 
strategy instruction in a positive way. 
iv) Viewing communication strategies and learning 
strategies as one and the same can prove to be a great boon 
to the field; as researchers working in two different 
directions, but basically the same thing, will join hands in 
promoting the field. 
v) Viewing communication strategies as mental processes 
rather than a collection of erroneous productions, will 
solve many data collection and analytical problems faced by 
the researchers as already implied by Poulisse (1987). 
vi) Finally, a clearer picture of the learning/ 
communication strategies is bound to have many important 
implications for the methodology of strategy instruction 
within the framework of L2 pedagogy. In short, the merger of 
communication and learning strategies is sure to have many 
« 
long lasting effects on the SLA field which cannot be 
predicted at present in their totality. 
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Employment of Learning Strategies in Reception 
and Production Tasks 
Two things should be noted here: first, learning 
strategies interact with receptive and productive tasks in 
extremely complex ways and secondly, usually a host of 
different strategy types combine in the completion of a 
particular reception or production task. In fact reception 
and production themselves are intricately interconnected 
with each other in any learning or communication task. The 
brief description of the following two tasks can serve as an 
example: 
Rehearsal/Memorization 
For rehearsal or memorization of items, the learners may 
indulge in mental repetition or they might repeat the items 
orally or in writing, implying the employment of both 
receptive and productive skills. On the other hand, mere 
repetition of an item or a task is an exercise in getting 
repeated exposure and hence a metacognitive strategy. 
However, when the learner uses visual, aural or any other 
type of mnemonic device to enhance memory, such as 
highlighting or grouping, then both the main cognitive 
strategies of deletion/ selection and elaboration evidently 
come into play. 
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Summarizing 
Summarizing can as well be internal or external, that 
is, it can be performed only in the mind, or can be carried 
out orally or in writing. Furthermore, diverse strategies 
take part in performing the task of summarizing. When the 
speakers/writers select only the important points of a 
passage to include in a summary, they are using the strategy 
of deletion/selection - a macrostrategy in the cognitive 
group. When they arrange these ideas in a particular order, 
they are using the cognitive strategy of organization. On 
the other hand, they might also use some elaboration 
strategies for guessing the meanings of certain words or 
concepts, and finding relationships between the facts stated 
in the passage. Further, they might make use of some meta-
cognitive referential strategies, such as asking the 
teacher, consulting a dictionary or peer. Also, they might 
employ the affective strategy of self-motivation to prepare 
themselves for the task especially in producing the summary. 
Not only this, a host of planning, monitoring and evaluative 
metacognitive strategies might be employed in completing the 
task. 
It should be noted that there exists a cognitive aspect 
to all metacognitive strategies, since all administrative 
decisions regarding the learning or communication tasks have 
to undergo some mental processing. For example, a 
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metacognitive organization and planning entails the 
cognitive strategy of elaboration which helps in relating a 
particular task to its proper environment. In the same 
manner, no other metacognitive or affective strategy can be 
envisaged without a cognitive element attached to .it. 
Conscious versus Unconscious Distinction 
There has been a long tradition of unresolved argument 
regarding the conscious or unconscious nature of language 
learning. Krashen's theory about acguisition being an 
unconcious, and learning a conscious process is well-known. 
Many people have refuted this distinction between 
unconscious acquisition and conscious learning, among whom 
McLaughlin (1978, 1990) has been one of the foremost.^° Many 
times learning can be unconscious. For example, Reber and 
Allen (1978) found in their experiment that "learning occurs 
in the absence of explicit codebreaking strategies and 
subjects cannot tell us very much about what they know" 
(p.204).^-^ Dulany et al. (1984) on the other hand claimed 
that there was an important element of consciousness 
involved in the learning and articulation of grammatical 
rules.^"^ Schmidt (1990) has forcibly argued that the role of 
unconscious L2 learning has been exaggerated and that 
research should focus more on what learners notice and what 
they think during learning. However, he also mentions the 
difficulties involved in using the concepts conscious and 
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23 unconscious. 
McLaughlin (1990) believes that these two terms are 
"too laden with surplus meaning and too difficult to define 
empirically to be useful theoretically" (p.627). McLaughlin 
also chooses to reject the conscious - unconscious 
distinction as it does not provide much insight into the 
process of learning. He argues that from a scientific point 
of view as well, theories maintaining this distinction are 
neither testable nor falsifiable, and hence, have no value. 
Another important reason to reject this dichotomy 
according to the present researcher is that in actual 
learning experience, a constant flow of information from the 
conscious to the unconscious store and vice-versa continues 
to take place, and we simply do not know when conscious 
knowledge has become unconscious and unconscious conscious. 
Everybody is aware of the experience when some seemingly 
long forgotten matter is suddenly and unexpectedly retrieved 
and in the same manner a familiar name which we use 
frequently sometimes mysteriously refuses to come to mind. 
In view of the above, the researcher chooses to avoid 
employing the conscious-unconscious distinction with regard 
to learning strategies. Though many researchers have pointed 
out that strategy should be considered conscious in order to 
be teachable, yet there is no consensus on this point. 
O'Malley and Chamot (1990) have also expressed their 
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tentativeness regarding this matter (1990, p.85). Earlier 
formulations in cognitive psychology (e.g., Posner & Snyder 
1975) identified control with consciousness and automaticity 
with unconscious processes. However, Schneider and 
Shiffrin (1977) are careful not to associate the distinction 
between controlled and automatic processing with the 
distinction between conscious and unconscious processing. 
Hence, contrasts mentioned in recent cognitive psychology 
literature show a preference for the distinctions such as, 
controlled versus automatic processing and serial versus 
parallel processing, which are neutral with regard to the 
conscious - unconscious distinction. 
Hence, if it cannot be decided for learning whether it 
is conscious or unconscious in a particular instance, it 
cannot be asserted so for those strategies too, which are 
directly concerned with the cognitive processing of 
information, i.e., the cognitive strategies of learning. 
However, metacognitive and affective strategies can be 
envisaged more easily as more or less conscious decisions 
regarding the learning task. One consciously plans how one 
is going to deliver a speech, or to improve one's 
vocabulary, or not to be discouraged by difficulties faced 
in a learning task. Being largely conscious, metacognitive 
strategies may be more amenable to teaching. There is 
another reason too: cognitive strategies are held to be 
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universal and supposed to be possessed by all learners, 
whereas many metacognitive strategies might not be known to 
many learners. This is not to say that cognitive strategies 
should not be taught. Though elaboration and selection are 
the two basic mental processes as well as strategies, which 
all learners are supposedly endowed with, many substrategies 
and tactics thereof might be unfamiliar to them. It is 
necessary thus, that the application of these strategies are 
further enriched and refined. 
Language Learning Strategies vs. General Learning Strategies 
In agreement with O'Malley et al (1985b), the 
researcher also believes that the strategies of language 
learning are not basically different either from LI 
strategies or strategies of learning in general. This has 
been proved on an empirical basis, since strategies 
identified in SLA were also found to be employed for general 
learning in cognitive psychology and were applied to reading 
comprehension, thinking skills and problem-solving (e.g.. 
Brown, Bransford, Ferrara, and Campione 1983; and Chipman, 
Segal and Glaser 1985).^^ The model presented by Fillmore 
and Swain (1984) also suggests that the strategies used in 
L2 learning are no different from those used in non-language 
tasks. 
In fact, the very basis of considering learning 
strategies within a cognitive psychology framework in this 
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work derives from the conviction of viewing these strategies 
as general to all sorts of learning - whether of LI or L2 or 
of content subjects. 
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Mega 
TABLE-2.3 
A Revised Taxonomy of Language Learning Strategies 
Macro Micro 
- Advance Organizer 
•Organizational 
Tactics 
Metacognitive-
Cognitive 
Affective 
•Executive 
Self-management 
" Delayed production/Avoidance 
- Rehearsal 
Directed Attention 
Referencing 
LEvaluative-
r Selection/Deletion-
- Self-monitoring 
Self-evaluation 
Semantic deletion 
- Syntactic deletion 
Use of LI 
Use of L2 
-Use of L3 
-Use of extralj 
knowleldge 
L Elaboration 
-Inferencing-
Analogy-
-Organizing. 
-.Visual repress 
Auditory repre 
Guessing 
- Relating 
- Predicting 
Contextualizat 
- Deductive reaf 
- Inductive reas 
Grouping 
Arranging 
Breaking 
r Motivational 
_ iMsl'IfAtiowft-L 
1 5 3 
Inspirational 
Social 
Learning tricks, 
of conversation 
Becoming 
culturally aware 
Pretending 
Learning formu 
Asking clarifi 
questions 
154 
TABLE 2.4 
Communication Strategies 
Terminology (E. Tarone, 
A.D. Cohen and G. Diunas 
1983, p.7) 
Transfer from NL 
Overgeneralization 
Prefabricated pattern 
Terminology of the Revised 
Taxonomy of Language Learning 
Strategies 
LI analogy, substrategy of 
elaboration : a cognitive 
strategy (simplification) 
L2 analogy, substrategy of 
elaboration : a cognitive 
strategy (simplification) 
Repetition/rote-learning, a 
metacognitive strategy of 
execution 
Overelaboration 
Epenthesis 
(a) Topic avoidance 
(b) Semantic avoidance 
(c) Appeal to authority 
(d) Paraphrase 
L2 analogy, substrategy of 
elaboration : a cognitive 
strategy (simplification) 
LI analogy, substrategy of 
elaboration, a cognitive 
strategy (simplification) 
Avoidance, a metacognitive 
strategy of execution 
Semantic deletion, a substrategy 
of deletion/selection, a cogni-
tive strategy (simplification) 
Referencing, metacognitive 
strategy of execution, also a 
social/interactional strategy. 
Analogy (Resort to either L2 or 
extralinguistic knowledge or 
both), substrategy elaboration, 
a cognitive strategy 
(simplification). 
(e) Message abandonment 
(f) Language switch 
Avoidance, a metacognitive 
strategy of execution. 
LI analogy, substrategy of 
elaboration,a cognitive strategy 
(simplification) 
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CHAPTER-III 
THEORIES AND MODELS OF SECOND LANGUAGE ACQUISITION AND THE 
ROLE OF THE FIRST LANGUAGE 
As the title suggests, the purpose of this chapter is 
to consider the role of LI in some important prevalent 
theories of SLA. Three main theories have been dealt with: 
Contrastive Analysis Hypothesis, Creative Construction and 
Information Processing Theory. The parameter-setting model 
is discussed briefly for its role in revitalizing the CA 
hypothesis through its alignment to Universal Grammar as 
well as its attempt to converge the Contrastive Analysis and 
Creative Construction theories. Krashen's Monitor Model, 
though it assigns a very minor role to the influence of LI 
on L2 learning, also figures in the discussion, chiefly 
because of its prominence in the SLA literature. Other 
models of learning have been omitted deliberately, either 
because they do not bear directly upon the matter under 
discussion or because they are not so well-known. 
Contrastive Analysis and the Role of the First Language 
The SLA research literature shows considerable 
difference of opinion regarding the extent of the influence 
of LI in second language acquisition. According to Ellis 
(1986) , while some assert the existence of a "constant 
warfare" between the two language systems (Marton 1981), 
there are others who advise us to abandon the notion of 
interference altogether as a natural and inevitable 
phenomenon in L2 acquisition (Felix 1980b). •*• The notion of 
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interference in SLA research can be traced to its origin, 
in the behaviourist learning theory and to its development 
in terms of Contrastive Analysis Hypothesis. Upto the end of 
the 1960's, views of language learning were derived from a 
theory of learning in general. There were hardly any studies 
based on actual language use by learners and nor were any 
attempts made to examine the process of SLA through 
empirical research. The dominant school in psychology was 
that of behaviourism according to which language was seen as 
habit formation. And as old habits die hard, therefore, the 
"grammatical apparatus" programmed into the mind as LI was 
supposed to interfere with the smooth acquisition of the 
second. Behaviourist theory predicted that transfer would 
take place from the first to the second language; it will be 
negative when two languages share a meaning but express it 
in different ways; and positive when the first and second 
language habits are the same, in which case no errors would 
occur. Thus, differences between the first and second 
language create difficulty in learning leading to errors, 
while the similarities between the first and the second 
language facilitate rapid and easy learning. In the 
behaviourist learning theory, errors were considered crimes, 
to be avoided at all cost, and to this end, attempts were 
made to predict when they occur. It was found that by 
comparing the learners' native language with the target 
language, differences could be identified and used to 
predict areas of potential errors. This procedure was known 
as Contrastive Analysis. CA was rooted in the practical need 
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to teach an L2 in the most efficient way possible. It was 
considered that "the teacher who has made a comparison of 
the foreign language with the native language of the 
students will know better what the real problems are and can 
provide for teaching them (Lado 1957). Contrastive Analysis 
had both a psychological and linguistic aspect to it. 
Whereas the psychological aspect was chiefly based on the 
behaviourist learning theory, the linguistic aspect was 
based mainly on structuralist linguistics. 
The Psychological Aspect of Contrastive Analysis 
The Contrastive Analysis Hypothesis derived from the 
psychological rationale for exploiting contrastive studies 
of languages and exists in a strong and a weak form 
(Wardaugh 1970). •* The strong form of the hypothesis claims 
that the potential negative transfers from NL on to the TL 
can be predicted by juxtaposing descriptions of comparable 
systems and subsystems of the two languages. In other words, 
it proposed that the main cause or even the sole cause of 
difficulty and error in foreign language learning is 
interference from the learner's native language. Contrasts 
thus identified could be incorporated into pedagogic 
materials and imparted to FL teachers to minimise the 
incidence of errors arising from LI interference. The weak 
form of the hypothesis claims only to be diagnostic: 
Contrastive Analysis according to it, can be used to 
identify those errors which are the result of interference. 
Hence, the weak version implicitly assumes that every error 
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is not the result of interef erence, and allows a less 
powerful role to the LI than the strong form of the 
hypothesis. 
The Linguistic Aspect of Contrastive Analysis 
Although the practice of comparing languages is very 
ancient, the linguistic fathers of CA are usually recognized 
as being Fries and Lado. Fries (194 5) made the statement 
that, " the most effective materials for foreign 
language teaching are based upon a scientific description of 
the language to be learned carefully compared with a 
parallel description of the native language of the learner" 
(p.9). As already stated before, CA was viewed as a means to 
predict and thereby circumvent the differences between LI 
and L2 features. Various comparative studies were carried 
out on languages from within the same language family, e.g., 
Stockwell and Bowen (1965); Stockwell; Bowen, and Martin 
(1965) using the grammatical model of structuralist 
linguistics. This emphasized the importance of detailed 
scientific description of languages based on comparison of 
different categories that comprise the patterns of a 
language. The languages were, however, found to vary greatly 
with regard to their categories. Apart from the disparity of 
categories, another major problem was that regarding the 
psychological considerations involved in error production. 
Stockwell, Bowen and Martin (1965) and Prator (1980a) had 
proposed that linguistic differences can be arranged in a 
"hierarchy of difficulty".^ This claim was, however, based 
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on the wrong conviction that the degree of linguistic 
difference corresponds to the degree of learning difficulty. 
criticism of Contrastive Analysis 
By the mid 70's the CA hypothesis came under attack. It 
was criticized most menacingly by those, who worked mainly 
in a second-language immigrant setting and saw little 
unequivocal proof of NL interference, for example, among 
Chinese and Spanish children acquiring English in the USA. 
Refutation Based on Empirical Data 
The existence of non-interference errors in the 
language of L2 learners was always recognized except by the 
staunchest supporters of the CA hypothesis. Dulay and Burt's 
(1972, 1973) research constituted a powerful attack on the 
CA hypothesis who, by calculating the frequencies of error 
types in the speech data of Spanish-speaking children 
learning English, claimed that 85 per cent of the errors 
were developmental (errors which do not reflect LI structure 
but are found in LI acquisition data) , 12 per cent unique, 
and only 3 per cent interference. On the basis of this and 
similar studies, Dulay and Burt argued that children do not 
organize an L2 on the basis of transfer or comparison with 
their LI but rely on their ability to construct the L2 as an 
independent system, in much the same way as in LI 
acquisition. They suggested that interference may be a major 
factor only in phonology. However, other research does not 
bear out Dulay and Burt's findings as to -the exact 
proportion of errors that can be put down to transfer. 
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Percentage of interference errors reported in different 
studies yielded a mean percentage of 33 percent. The major 
difficulty in attempts at empirically validating the CA 
hypothesis has been the lack of well-defined and broadly 
accepted criteria for establishing which grammatical 
utterances are the result of language transfer. 
Theoretical Criticism 
Chomsky's (1959) review of Skinner's "Verbal Behaviour" 
struck at the psychological basis of theories of language 
7 . . . . 
learning. The concepts of stimulus and response, imitation 
and reinforcement were rejected and ridiculed because they 
could not account for the creativity of language. It was 
shown that in LI acquisition parents rarely corrected formal 
errors or rewarded correct utterances, and that children 
were only able to initiate utterances which lay within their 
existing competence and could not, therefore, learn new 
habits in this way. Thus, if language could not be explained 
in terms of habit-formation, then clearly, the central 
notion of interference was bound to be challenged. This 
notion, as already mentioned, rested on the assumption that 
LI habits intrude into the L2 system. The question arose 
then, as to what exactly interference consisted of, if it 
did not involve habit-transfer. 
In addition to these criticisms of behaviourist 
learning theory, there were objections to other aspects of 
the CA hypothesis. For example, it was criticized for 
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equating difference with difficulty on the one hand, and 
difficulty with error on the other. It was pointed out that 
while difference is a linguistic concept, difficulty a 
psychological one. Therefore, difficulty cannot be predicted 
from difference. This assumption that difficulty led to 
error was also shown to be of doubtful validity. Difficulty 
and error were shown to be not significantly related. 
(Jackson and Whitman 1971).^ Hence, the central claim of the 
Contrastive Analysis Hypothesis that linguistic difference 
between LI and L2 led to error as a result of learning 
difficulty, was called into question. It was also pointed 
out that comparison of languages should involve pragmatic as 
well as structural levels of equivalence. Another problem 
related with the linguistic aspect of CA was that of 
accounting for learner variability. Dickerson (1975) posited 
that CA denies the existence of variability, implying the 
broad range of L2 learner output which is variable according 
to the different contexts.^ 
Revival of Contrastive Analysis 
A revival of CA however, started to take shape since 
the beginning of the 1980s, which was the result of the 
emergence of a new perspective on CA, in keeping with the 
fresh developments in SLA. The reappraisal sought to answers 
many of the questions raised by the erstwhile critics of the 
CA hypothesis. 
The Question of Categories 
165 
To begin with, the question regarding the comparability 
of different languages and the dangers of superimposing the 
descriptive categories of a given language on another, has 
been answered by James (1980) in the following manner: 
"First, one does not refer to categories by the same 
label unless they have at least something in common .... The 
major defense of the position that languages are in 
principle comparable, is to insist that comparability does 
not presuppose absolute identity, but merely a degree of 
shared similarity" (p.168). 
Small Number of Interference Errors 
As to the very small number of interference errors 
found empirically in IL production, it was argued that non-
occurrence of errors did not necessarily invalidate the 
prediction but it might imply that the student was avoiding 
the use of problematic structures (Sridhar 1980).-'••^  The 
empirical evidence for avoidance induced by the LI was first 
provided by Schachter (1974) whose study revealed that 
Chinese and Japanese learners, whose first languages do not 
contain English-like relative clauses, avoided using them. 
The learners' LI, therefore, predicted the extent to which 
the learners avoided using relative clauses. Bertkau (1974) 
also found that Japanese students obtained lower marks on 
the comprehension of relative clauses than Spanish learners. 
Kleinmann (1978) also indicated that the criticisms of CA 
hypothesis advanced by Dulay and Burt on the basis of 
observed error frequency were not foolproof. •'•^  
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Contrastive Analysis is not Necessarily Linked 
to Behaviourism 
CA was associated in its beginning with the 
behaviourist theory of learning which posited that LI habits 
intruded into L2 learning and should, therefore, be 
necessarily identified and eradicated. However, it has been 
later incorporated into a xnentalistic view of learning. 
Markham (1985) remarks that transfer from LI to L2 has a 
1 T 
meaning even outside a behaviourist paradigm. Transfer as 
an aspect of elaboration has always been deemed an essential 
cognitive process in cognitive psychology- literature. 
Elaboration plays a key role in Anderson's (1983) model 
leading to effective recall of matter, deductive reasoning 
and transfer. O'Malley and Chamot (1990) pointed out, "In 
second language learning, elaboration is of particular 
interest to researchers studying transfer in bilingual 
individuals who learn to use the body of prior knowledge 
originally acquired in the first language to comprehend new 
information presented in the second language" (p.168). 
One of the most prominent cognitive psychologists who 
strongly emphasizes the importance of transfer is Ausbel and 
transfer learning is a fundamental component of Ausbel's 
model (1978). He posits that, "... past experience 
influences, and has positive effects on new meaningful 
learning and retention by virtue of its impact on relevant 
167 
properties of cognitive structure. If this is true, all 
meaningful learning necessarily involves transfer. It is 
impossible to conceive of any instance of such learning that 
is not affected in some way by existing cognitive structure 
(p.165)." In view of this, there seems to be no reason to 
suppose that CA is essentially aligned to the behaviourist 
theory, and to reject it on the same ground. In fact, 
transfer theory should be considered an integral factor in 
the second language learning process. 
Universal Grammar and Transfer Phenomena 
While Chomsky's theory of Language Acquisition Device 
(the built-in mechanism in the human mind for language 
learning), struck at the roots of Contrastive Analysis, 
paradoxically, it was his own theory of Universal Grammar 
which was used to account for the validity of CA in later 
years. 
Cook (1985) explains the Chomskyan view of UG in the 
following words: "The language properties inherent in the 
human mind make up "Universal Grammar", which consists not 
of particular rules of a particular language, but a set of 
general principles that apply to all languages. "-^ ^ Thus, UG 
constrains the form which the grammars of individual 
languages can take, though this is not done directly by 
168 
providing the children with ready-made rules to be 
incorporated directly into their repertoire. Rather, it sets 
parameters which must be fixed afterwards according to the 
input data received by children. These universal parameters 
delimit the number of options that children require to 
explore. Children, however, still have to discover which of 
the various options pertain in the target language. The 
input data provided by the environment helps them to fix 
the parameters by selecting the appropriate option. 
These rules that the children formulate with the help 
of the UG are known as the core grammar of their language. 
However, not all rules are core rules. Every language also 
contains elements that are not constrained by UG. These 
comprise the periphery. Related to the concepts of core and 
periphery is Chomsky's theory of markedness. Core rules are 
unmarked which means that they conform to the general 
tendencies of all the languages. Periphery rules are marked, 
implying that they are exceptional in some way or the other. 
Marked and unmarked rules, however, are the opposite 
extremes of a continuum, and it is possible for rules to be 
less or more marked comparatively. 
Markedness theory also provided a basis for solving 
some of the problems of the CA hypothesis. Specially, it 
169 
helped to account for the fact that some differences between 
the native and the target language lead to learning 
difficulty, while other differences do not. The basic 
assumption of markedness theory is that unmarked settings of 
parameters will occur in interlanguage before marked 
settings, even if the L2 provides evidence of a marked 
setting. Thus, it is predicted that no transfer will take 
place from native to target language when the LI has a 
marked setting. The most obvious case of transfer is, where 
the native language shows an unmarked setting and the target 
language a marked one. 
Transfer of LI Unmarked Forms 
Different theories have been postulated for the 
transfer of LI unmarked forms. Zobl (1983c, 1984) argues 
that transfer functions only as an "auxiliary evaluation 
measure", that is, it takes over when the "projection 
device" or "triggering" fails to set a particular parameter 
of grammar. In other words, the learner falls back on his 
LI knowledge only when the L2 rule is obscure, considering 
the LI as an "auxiliary evaluation measure" however, assigns 
only a limited role to transfer in SLA. 
Eckman (1977) , on the other hand, argued that transfer 
effects are the most manifest when the LI setting is 
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unmarked and L2 setting marked. •'•^  He postulated his 
"Markedness Differential Hypothesis" which states that those 
areas of the target language are difficult to acquire which 
are both different from and relatively more marked than the 
LI. 
Kellerman (1984) proposed that where the LI pattern 
corresponds with a universal developmental stage in SLA, the 
learner may proceed to that stage faster than learners whose 
Lis do not have the pattern. "^^ He cites Hammarberg (1979), 
who suggests that English learners of L2 Swedish are likely 
to miss out the early preverbal negation stage because their 
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LI does not contain this pattern. Thus, as Kellerman puts 
it, learners can get a 'leg up' the developmental ladder 
with the help of their LI. The opposite is also possible. If 
the LI contains an unnatural pattern, progress may be slowed 
down. Such is the case with Spanish learners of L2 English, 
who can be hindered by pre-verbal negation which is their LI 
pattern. 
Non-Transfer of LI Marked Forms 
There are arguments and evidence to support the non-
transfer of LI marked forms, although they are by no means 
definitive. Kellerman (1979) suggests that learners tend to 
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avoid one-to-one correspondences between LI and L2 when 
meanings are considered far from prototypical or universal 
even though it may result in error.^° His study showed that 
learners tend to transfer initially both marked and unmarked 
features while at more advanced stages they resist 
transferring marked features. Thus, the acceptance or 
rejection of LI peripheral features may be complicated by 
developmental factors. Stronger evidence for the avoidance 
of marked features in LI transfer is provided by Zobl 
(1984). However, Liceras (1983) presents counter-evidence 
for the same. There is some evidence from White (1984) for 
transfer of marked constructions too. 
It has been shown that learners are not automata who 
just transfer NL forms mechanically and unthinkingly. 
Kellerman (1978) suggested that learners have intuitions 
about what is transferable from their native language to any 
specific target language, that is, learners are guided by 
"psychotypology" which constitutes their belief about the 
cognateness of the two languages (i.e., NL & TL) , and the 
language-specificity of the linguistic unit in question. His 
suggestion, thus, is that marked elements of the LI are not 
transferable. He defines marked elements as those which are 
"infrequent, irregular, sematically or structurally opaque, 
or in any other way exceptional" (p.63), '^  
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Parameter-Setting 
As mentioned above, the hypothesis formulation arrived 
at by the child learning his LI in accordance with the rules 
of UG grammar is known as parameter-setting. The idea is 
that language particulars are the reflection of selections 
from a fixed set of parameters. The great strength of 
viewing the grammar of a language in terms of universal 
parameters is that it has been able to associate phenomena 
which hitherto have been viewed as discrete. Thus, if a 
language deletes its subject pronouns it will also, among 
other features allow inversion of its subject NPs. This 
implies that a long-cherished goal of CA is now at last 
within reach, i.e., a host of concomitant contrasts can be 
identified and sets of predictions made immediately, since 
each such phenomenon implicates others. Hawkins (198 6) has 
shown how it is possible to use such implicational 
relationships to associate contrasts between German and 
English syntax that have been known for some time, but 
hitherto have been considered unconnected.^-^ It suggests 
that a CA can be as powerful as the linguistic theory upon 
which it rests. 
Hence, with the development of transformational syntax 
there is a scope for parallel development in CA, though Carl 
James (1990) fears that with the enormous technical 
sophistication of the modern syntax, "CA is no longer easy 
to do and is not for the faint-hearted" (p.206).^^ 
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New Domains of Contrastive Analysis 
CA has also been revitalized by widening its 
perspective beyond the sentence level, so that there exist 
at present flourishing new domains, i.e., contrastive 
rhetoric, contrastive pragmatics, and contrastive discourse 
and text analysis (Hartman, 1980).^^ Contrastive rhetoric of 
all these has enjoyed the most attention which focusses on 
contrast between culturally-determined writing conventions. 
It may be said that it began with Kaplan's (1966) 
sepculations on the general tendencies of argument structure 
in Semitic, Oriental, Romance, Slav and Anglo-Saxon texts.^^ 
In fact Kaplan's theory was the starting point for a great 
deal of serious CA study on Japanese vs. English (Hinds 
1983; Jenkins & Hinds, 1987; Oi, 1986; Shimozaki, 1988) and 
Arabic vs. English (Johnstone-Koch, 1983; Al-Jubouri, 
1984) .2"^  
Contrastive pragmatics involves the identification of 
cross-cultural differences in speech act realizations, for 
example, conversational routines such as service encounters, 
in the pursuit of insights concerning how the native 
language influences the target language communicative 
competence (Richards & Sukiwiwat, 1985).^^ In short, the 
basic idea behind contrastive pragmatics is that languages 
should be compared in terms of their different linguistic 
realizations of the same function or alternatively, 
comparisons should be made of the different functions served 
by the same linguistic structure in the two languages 
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(Riley, 1981).^^ A theoretical framework for the study of 
NL-induced pragmalinguistic failure was proposed by Thomas 
(1983). It has focussed on ways of being polite in different 
language communities. Blum-Kulka (1982) showed that Israelis 
tend to make their requests more direct than the Americans 
do. Other speech acts that have been studied contrastively 
are: apologies (Coulmas 1981), compliments (Wolfson 1989; 
Herbert 1989), telephone-call openings in France and the USA 
(Godard 1977), and some others reported in House & Blum-
Kulka (1986) and Oleksy (1989).^° 
These studies raised some important questions regarding 
the extent to which communicative parameters of language are 
universal or language-specific. Widdowson (1975a) takes a 
strong stand regarding the universality of specialized 
communicative functions like those associated with 
scientific and .technical discourse.-"-^ Elsewhere, he has also 
pointed out the need to recognize three levels of 
translation equivalence and to make use of these in the 
pedagogical context (1974) . While under the influence of 
structural linguistics, equivalence was considered only 
between the surface features of the two texts, hence giving 
an incomplete picture of equivalence, Widdowson recommends 
recourse to semantic equivalence at the deep structure 
level, as well as pragmatic or rhetorical equivalence 
between LI and L2 in order to build upon the previous 
knowledge of second language learners. 
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The notable thing about the CA Hypothesis was that 
though it recognized both positive and negative transfer, 
most of the focus was on 'interference' or negative transfer 
of LI features, resulting in LI errors. Recently, however, 
CA has assumed a more positive role with the attention given 
by scholars such as Ringbom (1987) to the positive and 
facilitative NL transfer. ^^^  Ringbom compared the positive as 
well as the negative transfers made by Swedish Finns 
learning English and he discovered that the facilitation 
derived from learning a related language comes in the form 
of increased comprehension in the early stages. It must be 
mentioned at the end that notwithstanding all these attempts 
at revitalizing and updating CA, and adjusting it in the 
overall SLA theory with a more balanced perspective, a 
certain suspicion regarding its worth continues to remain. 
Mentalist Views of SLA and the Creative Construction Theory 
As mentioned above, a mentalist view of language 
learning asserted itself with Chomsky's review of Skinner's 
"Verbal Behaviour" in 1959. Chomsky emphasized the active 
contribution of the child and de-emphasized the role of 
habit-formation. He attributed the child with an innate 
language learning capacity which is unique and different 
from general cognitive mechanisms. The process of 
acquisition consists of hypothesis - testing by the means of 
which the child's LI grammar was formulated on the basis of 
the universal grammar. The ideas of Chomsky stimulated LI 
research activity in the jl960's, which discovered that 
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children's early utterances were unique in that they were 
never found in the speech of native-speaking adults. 
Secondly, development was found to be continuous and 
incremental and could be characterized by a series of 
stages. 
Interlanguage and Communication Strategies 
Mentalistic theories and empirical research on LI 
acquisition evidently had their impact on SLA. This resulted 
in viewing the learner's errors as signs of improvement 
rather than sins to be avoided at all cost. The term 
interlanguage was coined by Selinker (1972) to describe the 
L2 learner's language. The linguistic system of the learner 
was also termed as "approximative systems" (Nemser 1971), 
"idiosyncratic dialects" or "transitional competence" 
(Corder 1971), but Selinker's term has gained currency.-^ "^  
The assumptions underlying the concept of interlanguage 
were that; (i) interlanguages were distinct from either LI 
or L2 at any given point of time, (ii) interlanguage takes 
shape as an evolving series and, (iii) that interlanguages 
of different language learners roughly coincide at the same 
stage of proficiency. The concept of hypothesis-testing was 
employed as in LI acquisition to account for L2 learner's 
progress along the interlanguage continuum. Corder proposed 
that at least some of the strategies were identical for LI 
and L2 learning. He also made the important suggestion that 
both LI and L2 learners made errors to test their hypothesis 
about the language they were learning. Thus, Corder saw the 
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making of errors as a strategy and a proof of the learner's 
active internal processing. This notion was obviously in 
stark contrast to the view of error taken at that time by 
the CA hypothesis which was then chiefly based on a 
behaviourist account of learning. 
The Role of LI as a Strategy 
The notion of LI interference was not rejected by the 
proponents of interlanguage, and they considered it as one 
of the many contributing factors responsible for SLA. 
Selinker's (1972) five central processes operating in 
interlanguage are (i) language transfer (ii) 
overgeneralization of target language rules (iii) transfer 
of training (iv) learning strategies (v) communication 
strategies. Tarone et al (1983) present transfer from the 
native language as one of the communication strategies, 
meaning thereby, "the type of negative transfer from the 
native-language resulting in utterances that are not just 
inappropriate but actually incorrect by native standards." 
The process may manifest itself at different levels of 
language, i.e., phonology, morphology, syntax and lexicon. 
Corder (1983) mentions "borrowing" from LI as a "risk 
taking" strategy. A risk-taking on resource expansion 
strategy according to Corder is one through which the 
learners attempt to expand their resources by one means or 
another in order to realize their communicative goals. 
Faerch and Kasper (1983) propose "code-switching", 
"interlingual transfer" and "inter-/intralingual transfer" 
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as three Ll-based strategies. The above LI based strategies 
have been drawn from theoretical postulates of early 
interlanguage literature. Empirical evidence for Ll-based 
strategies is presented in Chapter V. 
Latent Language Structure and Latent Psychological Structure 
As regards its emphasis on hypothesis-testing and 
internal processes and a continuum of learning, 
interlanguage theories closely followed acquisition 
principles. However, the same LAD which accounted for 
language acquisition in the child could not be held 
responsible for LI learning in adults, since this innate 
learning faculty atrophied at puberty. Hence, the mentalist 
accounts of SLA had to account for adult L2 learning without 
the benefit of LAD, and it did this by pointing two dfferent 
language learning mechanisms: latent language structure, and 
latent psychological structure (Selinker 1972) . Those adults 
who achieved a native-like proficiency were believed to have 
continued to use the "acquisition device" which is terined by 
Lenneberg (1967) as latent language structure, but those who 
fossilized before achieving such a proficiency fell back on 
a more general cognitive mechanism, labelled as latent 
psychological structure. This mechanism was also 
considered to be genetically determined, but did not involve 
use of universal grammar and was responsible for the five 
central processes mentioned by Selinker (1971). The process 
of language learning involved in latent psychological 
structures or a general cognitive mechanism which is 
179 
responsible for other types of learning too, apart from 
language, later came to be known as creative construction, 
and the mechanism responsible for this type of learning was 
labelled as cognitive organizer (Dulay and Burt 1977).-^^ 
Creative Construction Theory and Krashen's Monitor Model 
According to the Creative Construction theory, LI and 
L2 acquisition are not distinct but follow from the same set 
of innate principles. In contrast to the traditional CA 
theory, a CC theory of L2 acquisition claims that prior LI 
experience does not influence subsequent L2 acquisition. 
Rather, the structure of the target language input and the 
creative construction powers of the L2 learner which all 
learners share as part of the human competence, are the 
critical factors in acquisition. Within this framework, the 
native language serves only a very peripheral role, 
"integrated into some of the organizing strategies used by a 
learner to acquire an L2 (Dulay & Burt 1977, p.159). 
Dulay and Burt's Creative Construction theory and 
Krashen's Monitor Model (1981a, 1982) are closely related to 
each other. "^ ^ Though Krashen does not assign an important 
role to the learner's LI in SLA, it merits some attention 
because of its considerable prominence in the SLA 
literature, inspite of its being extremely controversial. 
The Monitor Model rests on the following five central 
hypotheses. 
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i) There is distinction between acquisition and learning. 
Acquisition takes place subconsciously in a natural setting 
when the focus is on meaning, while learning is derived from 
conscious study with focus on form. Both comprehension and 
production are based on the "acquired" reservoir of 
knowledge while learnt knowledge only serves as a Monitor. 
ii) The learners follow a fixed and predictable order of-
acquisition of grammatical structures. 
iii) Learnt knowledge can only serve as a Monitor to edit 
the learner's performance. There are three conditions for 
the use of the Monitor: sufficient time, focus on form, and 
knowledge of the rule concerned. Editing can take place also 
through acquired knowledge, but this monitoring is 
different, and is referred to with a small "m". 
iv) For acquisition to take place, the presence of 
"comprehensible input" is necessary which is just a step 
beyond the learner's current level of competence. This 
formula is denoted as "(i+1)". 
v) Finally, Krashen speaks of "affective filter" as a 
causative factor in SLA which controls the learner's intake 
of input. Positive emotions like motivation and self-
confidence constitute a low affective filter, allowing high 
intake; whereas negative emotions like lack of confidence, 
anxiety and low motivation comprise high affective filter, 
resulting in low intake. The first language plays a very 
minor role in Krashen's model. Krashen rejects the notion of 
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LI interference and views the role of LI as a performance 
strategy. The learners make recourse to their LI when they 
lack an item in L2. The strategy involves planning their 
utterance employing Li, and then replacing it with L2 
lexical items. In this process they also employ the Monitor 
to make little corrections. 
Interface/ Non-Interface and the Role of LI 
As mentioned above, Krashen argues that acquired and 
learnt knowledge reservoirs are distinctly separate from 
each other and acquired items can not be transformed into 
learnt ones or vice-versa. This stance is known as the "non-
interface" position in SLA literature. (Ellis 1986). The 
opposite of it, that is, the interface position, maintains 
that there is flow from one knowledge type to the other. A 
weak interface position has been proposed by Seliger (1979) 
who considers internalization of rules as different from 
formal rule learning, but believes that pedagogical rules 
help in internalization when the context is proper and also, 
that rules may facilitate the acquisition of those features 
which though acquired, are still shallow.^^ 
Contrary to this, Stevick (1980) takes a strong 
interface position, believing that transfer of knowledge 
takes place from learning to acquisition and vice-versa. 
There are other views too, which support a strong interface 
position (e.g., Bialystok & Frohlich 1977; Bialystok 1979; 
and Bialystok 1981) and suggest that explicit knowledge can 
be turned into implicit knowledge in two ways: first through 
182 
"unconscious acquisition" and secondly through the 
automatizing of explicit knowledge through practice.-^^ 
McLaughlin also believes Krashen's acquisition/learning 
distinction to be "ephemeral" and substitutes it with 
Schneider and Shiffrin's (1977) distinction between 
"controlled" and "automatic" processing.-^^ Controlled 
processing requires active attention, while automatic 
processing takes place without active control or attention. 
Significantly, controlled processes themselves become 
automatic after extensive practice, and there is no 
necessity of postulating two detached knowledge types. 
Sharwood-Smith (1981) builds on the work of Bialystok and 
McLaughlin and develops a full interface model to account 
for the role of formal instruction in SLA which helps in 
consciousness-raising of metalinguistic knowledge.^° 
According to his model the learner can produce L2 utterances 
through three different sources: implicit knowledge, 
explicit knowledge or a combination of these two. Explicit 
knowledge can become completely automatized through repeated 
performance. The weak interface position can account for 
both the failure to find any positive effect on the route of 
SLA and for the evidence that classroom instruction does 
affect the success of SLA. However, the strong interface 
position can only explain the evidence for success but is 
less comfortable regarding the effect on the route of SLA. 
Distinct from these interface and non-interface positions a 
third position is taken by Ellis (1986) : the "variability" 
position which maintains that the kind of language use that 
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the learners engage in, determines the kind of knowledge 
that they acquire. 
The interface and non-interface argument is important 
in a discussion regarding the role of LI in formal 
instruction. According to Krashen's non-interface position, 
focus on the formal elements of language does not lead to 
acquisition and metalinguistic awareness (knowledge about 
the rules of language) only serves as a Monitor. Since, 
recourse to learners' LI in the classroom, specifically 
translation from LI to L2 or vice-versa, is often employed 
to compare and contrast the formal features of the two 
languages, it would be considered of little value according 
to Krashen. However, it has a significance in the models 
provided by Bialystok, and McLaughlin; and Sharwood-Smith's 
concept of consciousness-raising is specially relevant to 
the idea of using LI as a source of bringing out the 
similarities and differences of the two language systems. 
Convergence of Constrastive Analysis and Creative 
Construction within a Parameter-Setting Model 
Empirical facts support some evidence of creativity and 
some evidence of LI interference. The Creative Construction 
theory is supported by findings made by Dulay and Burt 
(1974, 1977); Dulay, Burt and Krashen (1982); Cook (1973); 
d'Anglejan and Tucker (1975); Hyltenstam (1977); Mazurkewich 
(1985); and Gass (1980) among others.'^ •'- On the other hand, 
the CA hypothesis is corroborated by findings by Selinker 
(1969); Taylor (1975); Rutherford (1983); White (1985); 
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Duskova (1969) ; and Liceras (1983) among several others.'*^ 
It is clear that CA and CC are in fact not mutually 
exclusive as considered traditionally. 
According to Flynn, contrast and construction, both 
significant in L2 acquisition, should be accounted for in a 
sound SLA theory, both psychologically and linguistically. 
Flynn, along with several other researchers (e.g., Flynn 
(1984, 1987a,b,c); Liceras (1983, 1985); Haegman (1985); and 
White (1985) have recently proposed that a theory of 
Universal Grammar, specifically a parameter-setting 
formulation provides the necessary theoretical framework 
which allows a reconciliation of the traditionally disparate 
components of contrast and construction.'*-^ 
^ As suggested by Chomsky (1981) , a theory of UG 
specifies that abstract and linguistically significant 
principles underlie all natural languages, which also define 
the initial prelinguistic state of the child's mind and 
"restrict the class of attainable grammars and narrowly 
constrain their form." These principles of UG, thus 
determine the basic grammar of the language acquired by the 
child, and comprise the essential faculty with which all 
individuals are in general uniformly and equally endowed. 
Chomsky also specified that a number of these principles are 
associated with parameters. Experience with the input data 
helps in the setting of the parameter. Thus, while setting 
of the parameter in a particular way yields one language, 
setting it in a different way yields another. 
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However, UG and its properties characterize LI 
acquisition and do not directly predict the process of L2 
learning. But, if principles of UG do provide for a 
biologically determined language faculty which is sufficient 
to explain how language acquisition is possible, then UG 
should also be able to account for L2 acquisition in some 
way, under the assumption that language faculty does not 
change substantially over time. 
Within the particular model developed by Flynn (1984, 
1987a), it is argued that the essential faculty for language 
proposed in LI acquisition is also critically involved in L2 
acquisition. The role of LI experience is explained in the 
following way within the model: 
A parameter may be defined as a general organizing 
principle for grammars of all languages. The particular 
value of a parameter will vary from one language to another, 
but the underlying principle remains the same across all 
languages. If the principles responsible for LI acquisition 
also determine and account for L2 acquisition, the values 
for these parameters will match with those of the L2 
parameters. In cases where there is disparity between LI and 
L2 values, new parametric values will have to be assigned 
for these principles. In cases where the values match, no 
such assignment will be required, and acquisition will be 
facilitated as a result. On the other hand it will be 
hindered where there is mismatch of these values. 
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Flynn also proposes that L2 learners first establish 
the "basic structural configuration" of the LI before they 
can use this configuration to guide them in learning the 
features of L2 grammar (Flynn, 1987a, p.30). In the case of 
a match of values, since the structural configuration will 
have already been established it will manifest itself at an 
earlier stage than in the mismatch case. 
Creative Construction within Flynn's Model 
This theory is consistent with a CC theory of L2 
acquisition in that both LI and L2 are hypothesized to be 
constrained by a similar set of principles. However, it 
differs from a CC theory in that the LI experience is 
claimed to affect L2 acquisition more profoundly than is 
normally proposed by a CC theory; That is, a CC theory 
claims that LI experience emerges in L2 acquisition only in 
the form of some type of vague astructural organizing 
principle within Flynn's theoretical framework, however, LI 
experience emerges significantly in L2 acquisition in terms 
of its role in determing whether new values must be assigned 
to parameters to cohere with the L2 values. 
Contrastive Component within Flynn's Model 
Flynn's model is also consistent with a CA theory in 
that the LI experience is important. However, it differs 
from the traditional CA theory in various ways. Firstly, 
learning within the proposed theory is not claimed to be a 
habit-formation process. Rather, consistent with a general 
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theory of UG, learning is claimed to be guided by innate 
principles of language recognition. The interference data 
provides evidence that the L2 learner is trying to deduce 
the value of certain parameters of language organization and 
is attempting to organize the L2 grammar in accord with 
these principles. 
In brief, Flynn argues that the parameter-setting model 
of Universal Grammar proposed by her for L2 acquisition 
provides the scaffolding necessary for an integration of 
these two components within one explanatory account. 
Consistent wih CC, L2 learners within this model use 
principles of UG, established in LI acquisition in the 
construction of L2 grammar. However, when values of 
parameters associated with these principles differ between 
the LI and the L2, learners assign a new value to cohere 
with the values for the new target language. The LI 
experience counts in determining whether such a new 
assignment of a parametric value is necessary. This aspect 
of the model is consistent with a traditional CA theory of 
L2 learning. Flynn supports the model by empirical evidence 
derived from a study which investigated the role of the 
head-initial/head-final parameter (Stowell 1981) in adult L2 
acquisition of pronoun anaphora. Two groups of adults - LI 
speakers of Spanish, a head-initial language, and LI 
speakers of Japanese, a head-final language, were studied in 
their elicited production of English, a head-initial 
language. Results indicated that both groups of learners 
used the head-initial/head-final parameter as a source of 
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structural organization for the L2. Results also indicated 
that Japanese speakers are sensitive from early stages of 
acquisition, to the mismatch in head-direction in English 
and Japanese, and that they assign new values to this 
parameter to cohere with the target L2 value. 
Flynn's parameter-setting model is one of the attempts 
to relate the common cores of the two apparently 
contradictory theories of learning. The picture of SLA which 
is emerging through current research, does suggest that the 
process of creative construction based on new input as well 
as reliance on prior knowledge including the knowledge of LI 
are both two important aspects of L2 learning. It is 
expected that further research in future will confirm these 
tentative propositions before long. 
The Information Processing Model of SLA 
The information processing model of SLA has been 
derived from cognitive psychology and is based to some 
extent on the information processing of artificial 
intelligence. The brief account of the model presented here, 
as well as the role of LI transfer in it, are based chiefly 
on O'Malley and Chamot's (1990) description of Anderson's 
model (1983, 1985) of learning, and its application to SLA 
which is considered as similar to the process of acquiring 
"complex cognitive skills" described by Anderson. It should 
be noted that in Anderson's model, learning a language is 
not different from other types of learning. 
189 
According to the information processing model, 
knowledge or information is stored in memory in separate 
reservoirs: short-term memory, (STM) and long-teirm memory 
(LTM) . Any new information reaches the STM first, but since 
the capacity of STM is very limited, it can handle a very 
small number of items at a time and that too, for a very 
brief period. Long-term memory on the other hand constitutes 
a sustained store of information, to which information 
processed in STM initially, is transferred for the 
subsequent stage. 
Furthermore, knowledge is represented in the memory in 
two forms: declarative knowledge and procedural knowledge. 
Declarative knowledge is static, e.g., names, facts, 
definitions of things and rules. Declarative knowledge is 
represented in memory in terms of meaning rather than 
exactly replicated external events and the most significant 
mode of storing information through prepositional 
representations. The basic unit or element of the 
prepositional network is a node which can also be called an 
idea. The links in the network of nodes are similar to 
associations between these ideas. A larger unit of meaning 
than the proposition is called a schema. A schema is a 
configuration of interrelated features making up a concept. 
Schemata are useful because they help in making inferences, 
and organizing and understanding new information on the 
basis of the associative networking within them. Thus, an 
item of new input tends to be associated with the already 
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present schematic associations in the mind and acquires a 
broader and deeper meaning on the basis of prior knowledge. 
Declarative Knowledge 
Declarative knowledge is divided into two types: world 
knowledge and linguistic knowledge. Two special types of 
schemata represented in world knowledge are scripts and 
story grammars. While scripts are situation-specific 
procedures or particular event sequences, story grammars 
represent discourse organization of narratives, stories and 
fables. Linguistic knowledge which is also represented in 
the form of schemata or propositions, consists of a lexicon 
of word-meaning and a body of syntactical rules. 
These two types of knowledge representatins, i.e., 
world knowledge and linguistic knowledge aid top-down and 
bottom-up processes respectively. The terms top-down and 
bottom-up are used in different contexts in SLA literature. 
In the context of reading, while top-down processing entails 
use of past experience and knowledge store in order to 
interact with a text, bottom-up processing implies analysis 
of each individual word and syntactical structure. 
Procedural Knowledge 
Whereas declarative knowledge is static, procedural 
knowledge is dynamic and refers to the "how to" aspect of 
information in memory. The ability to understand and produce 
language on the basis of known facts and rules is a type of 
procedural knowledge. While declarative knowledge can be 
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acquired quickly, procedural knowledge is acquired gradually 
and only with extensive opportunities for practice. 
Procedural knowledge has been given a central role in 
Anderson's model of the learning of "complex cognitive 
skills" and has been incorporated in what Anderson has 
called "production systems". Anderson has pointed a unitary 
theory of the mind or common cognitive system for all higher 
level learning. His position, however, is directly opposite 
to Chomsky's (1959), who proposed unique mental faculties 
inherent in the human mind for language acquisition. 
In its most basic form, a production has a "condition" 
and an "action". In other words it can be represented as IF-
THEN conditional sentences where for every IF clause, there 
are several THEN clauses to choose from. Anderson (1980) 
gives the following example of a production for 
pluralization: "IF the goal is to generate the plural of a 
noun, and the noun ends in a hard consonant, THEN generate 
the noun +/S". It is important to note that c»ndition-action 
pairs such as this are initially represented in declarative 
form and are converted into procedural form or production 
only after extensive practice. 
Transition from Declarative to Procedural Knowledge 
This leads one to the question as to how one reaches 
the automatic proceduralized stage from the rule-bound 
declarative knowledge in the performance of complex 
cognitive skill. For this transition to take place, Anderson 
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has proposed three stages of skill acquisition: the 
cognitive, the associative and the autonomous stage. At the 
cognitive stage, knowledge is in a conscious and declarative 
form, and it can be described verbally by the learner, but 
this knowledge by itself is inadequate for the performance 
of the skill and perforamnce when taken up, tends to be 
laden with errors. 
During the associative stage of learning, errors are 
detected and eliminated and associations between various 
* 
elements of the skill are strengthened. Basically, during 
this stage, declarative knowledge is converted into 
procedural form, but the declarative representations 
initially formed, do not always last. 
At the third stage, the execution of the skill becomes 
virtually automatic, and errors inhibiting successful 
performance disappear. There is much less demand on short-
term or working memory, or consciousness at this stage. It 
is important to note that skilled performance can be 
improved only gradually. It implies that while declarative 
facts can even be learnt in one trial, a complex skill like 
language acquisition requires a long period of practice. 
The cognitive and autonomous stages of Anderson are 
congruent with Schneider and Shiffrin's controlled and 
automatic processing (Schneider and Shiffrin, 1977). 
Cognitive tasks may be conceived of as involving controlled 
processes, requiring the attention of the learner, and 
autonomous tasks involve automatic processes, not requiring 
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the attention of the learner. According to Schneider and 
Shiffrin, during the performance of the controlled 
processes, important portions of the STM are consumed by the 
execution of the skill, and there is little capability 
remaining for the performance of additional skills. In 
automatic processing on the other hand, nodes in the LTM are 
activated and action sequences or "production" can be 
performed without demands on the STM. The activation of 
nodes in the LTM in automatic processing is a learned 
response, and is built up over an appreciable period of 
time. 
Transfer of LI Knowledge and Skills in an 
Information Processing Paradigm 
Transfer of Declarative Knowledge 
Cognitive theorists have debated whether bilingual 
individuals have two separate stores of information in LTM, 
for LI and L2 or a single store of information accompanied 
by selection mechanisms to serve both LI and L2 (McLaughlin, 
1984).^^ If individuals have separate information stores, 
then appropriate information would be selected by language 
users from either store and transfer of information from LI 
to L2 would be difficult in this case, because of the 
segregation of LI and L2 memory compartments. This argument 
for segregated prepositional networks and schemata 
associated with each language is consistent with domain-
specific language acquisition according to O'Malley and 
Chamot (1990). Learners may acquire one or more domain-
specific language uses (e.g., language consistent with 
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shopping encounters or family interactions on different 
social groups), but be ineffective in communicating in other 
domains because of the highly specific nature of the 
language involved. Anderson, however, postulates a unitary 
information store for both LI and L2. In his theory, 
information stored in memory has a meaning-based 
representation independent of any specific language, and is 
stored as declarative knowledge through either prepositional 
networks or schemata. Anderson's notion of common 
prepositional networks and schemata for both languages is 
consistent with Cummins's (1984) common underlying knowledge 
for cognitive and academic language proficiency (CALP) for 
bilinguals. Cummins proposes that L2 learners need not 
relearn what they have originally learnt through LI, but 
their LI knowledge can be transferred and expressed through 
the medium of L2. Cummins's view is consistent with 
Anderson's suggestion that nodes are based on meanings 
instead of direct replication of language. Nodes that 
represent meaning in LTM are non-language specific but have 
built-in features that select one language or the other. 
Anderson's theory also raises the question whether 
there is variation in the ease and effectiveness of transfer 
from LI to L2 declarative knowledge. As already mentioned 
earlier, declarative knowledge is represented in memory as 
schemata or organizational frameworks. Two major types of 
schema are, organization by natural categories, and 
organization by events. Natural category schemata are based 
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on real world phenomena, such as classification of plants, 
animals, minerals and other aspects of the physical world. A 
natural category schema would appear to be easily 
transferable to L2 linguistic form. Schemata organized, by 
events include both personal recollections of event 
sequences and the sequence of events in a story. Since these 
story scripts are strongly influenced by culture, an L2 
learner might face difficulty in transferring these LI story 
scripts because of differing cultural expectations. Another 
type of schema referred to by Anderson as social cognition 
might also be difficult to transfer because persons organize 
their knowledge about individuals or groups according to 
certain perceived characteristics, which in turn are based 
on their respective cultures. 
The educational implications of the above for L2 
learning are that concepts related to natural categories 
such as science, mathematics and technical subjects may be 
easier to transfer to the L2 than concepts related to the L2 
culture. 
Transfer of Metalinguistic Knowledge 
Metalinguistic knowledge of LI can'also be transferred 
to L2 like other forms of declarative knowledge. One 
particular way to describe metalinguistic awareness in 
cognitive theory is as a new schema constructed to link 
independent schemata in the LI and L2 that refer to the same 
domains. In other words, an individual with domain-specific 
implicit knowledge in two languages may begin to see the 
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different ways in which the same concepts can be expressed 
in the LI and L2. The learner then establishes a new schema 
that differentiates applications of each language to 
identical concepts. Another proposition of transfer of 
metalinguistic knowledge which is in keeping with Cummins's 
(1984) notion of common cognitive and academic language 
proficiency is like this: because meaning is not 
inextricably linked to lexical or syntactical aspects of a 
particular language, underlying meanings may have more than 
one language schema linked to them. For example, a person 
could have a single prepositional representation for making 
requests, but will link it to different language schemata 
for LI or L2, based on an analysis of the different ways in 
which requests are made in the two languages. 
Cummins, however, argues that the cognitive benefits of 
transfer in bilingualism can be had only when a learner has 
reached a "minimum level of bilingualism" which is known as 
his "threshold hypothesis". He also argues that the level of 
competence achieved in L2 is dependent on the child's LI 
proficiency at the beginning of intensive L2 exposure. This 
is known as Cummins's "interdependence hypothesis". Failure 
to meet Cummins's two conditions could undermine the ability 
to transfer information from LI to L2, in that schemata 
established in LI may not be equipped with sufficient 
internal associations, to provide a base for L2 acquisition 
through transfers. 
Transfer of Procedural Knowledge 
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The basic unit of procedural knowledge or skill is 
called a "production" in Andersons' (1983, 1985) model. As 
mentioned previously, a production has a "condition" and an 
"action", i.e., it is goal-oriented, and for every goal to 
achieve, there are several conditions to choose from. 
Different sorts of rules, i.e., sociolinguistic, discourse, 
strategic and grammatical competence have to be applied in 
order to materialize a communicative goal. These are 
presented in the memory initially as declarative knowledge. 
Thus, LI procedural knowledge which is in declarative form 
in the beginning, is transferred from LI to L2 as other 
types of declarative knowledge. The transfer of procedural 
knowledge, however, has not been elaborated fully by 
O'Malley and Chamot. They speak of difficulty arising in the 
transfer of procedural knowledge because of the load added 
to short-term memory processing requirements which already 
are burdened by trying to decode new language. 
In the present researcher's view, more important 
however, is the lack in Anderson's model of a unitary system 
of representation of procedural knowledge which can be 
available to both LI and L2 skills, as is the case with 
declarative knowledge, represented in memory in terms of 
non-language specific meaning-based propositions. It should 
be noted though, that if such a common representational 
system is achieved for procedural knowledge too, Anderson's 
model will end up being something like Universal Grammar. 
O'Malley and Chamot (1990 p.84) admit that "... with regard 
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to procedural knowledge, the theory raises questions about 
the basis of production systems and language based rule-
systems and the commonality of production systems in the LI 
and L2" (p.84). 
To sum up, where Anderson's model succeeds in 
explaining many SLA constructs, it fails at the same time to 
explain many other. Not only this, it raises important 
questions, first by considering all language learning a 
conscious process, unless it is automatized, and secondly by 
considering all SLA the result of rule-formulation. Both 
these propositions can arouse strong objections, but since 
these considerations are out of the scope of this work, they 
will not be discussed here. 
Conclusion 
In conclusion, the chapter has dealt with three 
theories of SLA: Contrastive Analysis, Creative Construction 
and information-processing with respect to the role they 
assign to LI in learning a second language. The first two of 
these are the most widely recognized theories of language 
learning. CA, which assigns an important role to LI in SLA 
was first grounded in the behaviourist theory of learning, 
has made a comeback in a mentalist framework in recent 
years. Some researchers have even tried to converge it with 
the Creative Construction theory. The Creative Construction 
theory is the most widely accepted theory of SLA at present, 
though its expression has taken many different forms. 
Krashen's Monitor Model is one of the best known models of 
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SLA endorsing this theory, but it does not allow a 
significant role to LI in SLA. This does not undermine the 
significance of the mother tongue, however, since Krashen's 
model has itself been criticized severely on several 
grounds- The information-processing theory, which has 
attracted considerable attention for some time now, has been 
discussed in the end in a little greater detail because of 
its being new to SLA literature. As described above, it 
attributes an important role to transfer of LI knowledge and 
skills to L2. 
Apart from the above three, there are various other 
theories and models of SLA such as Schumann's Acculturation 
Model (1978); Giles's Accomodation Theory (1982); the 
Discourse Theory proposed by Hatch (1979) ; Ellis's Variable 
Competence model (1984a) and Lamendella's (1978b) 
Neurofunctional theory of SLA.^^ However, they have not been 
discussed here because of either of the two reasons: first, 
they were not found to be directly relevant to the work; 
second, they have not acquired the same degree of prominence 
in SLA as the models and theories discussed. 
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CHAPTER IV 
THE PEDAGOGY OF ENGLISH AS A SECOND LANGUAGE AND THE ROLE 
OF TRANSLATION 
Historical Perspective 
Translation in English Language Teaching in the West 
Looking back, one finds that throughout history, 
foreign language teaching has continued to be an important 
concern. While English is the most widely studied foreign 
language in the present world, Latin used to be its 
counterpart five hundred years ago as the chief language of 
administration, education, commerce and religion. French, 
Italian and English, however, replaced it in the sixteenth 
century owing to changes in political conditions in Europe. 
The study of Latin was still pursued in schools 
nevertheless, as it was believed to develop mental 
discipline and intellectual abilities. Thus, Latin was 
taught through the classical works of Virgil, Ovid, and 
Cicero in Europe from the sixteenth to the end of the 
nineteenth century. The basic method was a rigorous study of 
Latin grammar, memorization of vocabulary items, study of 
declensions and conjugations, and writing sample sentences 
and translation. When the vernaculars entered the curriculum 
as foreign languages, even they were taught following the 
same pattern - analysis and memorization of grammatical 
rules, rote-learning of vocabulary, and translation. 
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The Grammar/Translation Method: By the nineteenth century, 
this approach based on the study of Latin had become the 
standard way of teaching a foreign language, and had come to 
be known as the Grammar/Translation method. The chief 
characteristics of the method were the following: 
1. Grammar rules were first explained and then exemplified; 
in other words, grammar was taught deductively. 
2. Vocabulary was learned through bilingual word-lists and 
memorization. 
3. Sentence was the basic unit of teaching and no attention 
was paid to context. 
4. Accuracy was emphasized and high standards of precision 
were demanded of the student in translation. 
5. Reading and writing were the major focus and little or no 
attention was paid to the spoken form, as the goal of 
foreign language study was held to be reading its literature 
in order to benefit from the intellectual discipline and 
mental exercise it offered. 
6. Students' native language was the medium of instruction. 
The Grammar/Translation method is remembered with 
distaste by all who had the bad luck of going through the 
ordeal of learning endless word-lists and unusable grammer 
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rules, and trying to produce perfect translation of stilted 
and literary writing. The pressure of public examinations 
pushed the method towards extremes, resulting in a 
"tyrannical obsession with minutiae" (Howatt 1984).-^ 
However, in the words of Howatt (1984) , "a total loss 
of genuine feeling for living language" was perhaps the 
chief drawback of the Grammar/Translation method, because it 
was based on the study of a dead language, and therefore, 
did not consider language as it is used in everyday 
situations (p.135). Catford (1965) believes, "The chief 
defect of the now almost universally condemned "Grammar-
Translation Method' was that it used bad grammar and bad 
translation - translation is not a dangerous technique in 
itself provided its nature is understood and its use is 
carefully controlled" (p.viii). Grammatical rules which were 
obscure and unusable, and translation (in which accuracy is 
pushed to extremes), of meaningless and decontextualized 
sentences are examples of "bad grammar and bad translation". 
The Grammar/Translation method began to be questioned 
and rejected towards the end of the eighteenth century as a 
result of the circumstances. The expansion of railways 
provided a need of communication among different countries 
of Europe, and oral proficiency in a foreign language became 
important. Phrase-books and conversation books were 
prepared, but there was also a need for text books which 
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offered a more thorough grounding than these books could 
provide, at the same time catering to the practical needs of 
the adult learner, thus paving the way for a new approach to 
language learning. 
Individual Innovations in Language Teaching in the 
Nineteenth Century 
The public education system was not dealing adequately 
with the problems which arose with the increase in transport 
and communication. Hence, to meet the demands of the day, 
new approaches to language teaching were developed by 
individuals in Germany, England and France; each with a 
specific method for teaching the foreign language. Though 
these individual specialists among whom the chief names are 
Marcel, Prendergast and Gouin, were not taken seriously in 
their time, their ideas are of a historical importance. All 
these based their teaching approach on LI acquisition. Of 
these, Prendergast•s "Mastery system" was the first attempt 
to elaborate a psychological theory of child language 
acquisition and apply it to the teaching of foreign 
languages. Prendergast who paid attention to pronunciation 
and spoken English as well as reading and writing in his 
courses, also made considerable use of translation but 
insisted, however, that it should be cursory observation, 
not close study. Remarking on this Howatt (1984) says, "The 
practice of translation has been condemned so strenuously 
for so long, without any really convincing reasons, that it 
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is perhaps time the profession took another look at it. Was 
it really translation that the reformers objected to a 
hundred years ago, or as Prendergast suggests, the way in 
which it was used ?" (p.161). 
Reform Movement 
It is seen that by the late nineteenth century speaking 
proficiency, rather than reading comprehension, grammar or 
writing ability were gradually becoming the goal of foreign 
language learning. The ideas of Marcel, Prendergast and 
Gouin could not receive widespread attention at the time, 
because of lack of organisational structure in the language 
teaching profession. From 1880, however, practically minded 
linguists like Henry Sweet of England, Paul Passy of France 
and Wilhelm Vietor of Germany began to express their ideas 
through pamphlets, books, speeches and articles, and their 
concerted effort became known as the Reform Movement. The 
movement gained impetus from the founding of the 
International Phonetic Association in 1986, which 
established the primacy of speech. The International 
Phonetic Association advocated the study of spoken language, 
phonetic training, use of conversational texts and 
dialogues, an inductive approach to the teaching of grammar 
as well as teaching new meaning through association, rather 
than the use of LI. It was believed by the Reformists that 
language teaching methodology should be based on a study of 
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linguistics and psychology. Henry Sweet proposed the ideas 
of selection and gradation in his book, "The Practical Study 
of Language" in 1989. Wilhelm Vietor in Germany also based 
his views on linguistic theory and stressed the primacy of 
oral proficiency. In his pamphlet, "Language Teaching Must 
Start Afresh", he strongly criticized the inadequacy of the 
Grammar/Translation method. In brief, the Reformists 
believed in the primacy of speech, an oral-proficiency based 
methodology, teaching of sentences in meaningful contexts, 
inductive teaching of grammar, and avoidance of translation, 
although the mother tongue could be used in order to explain 
new words or to check comprehension. 
The Direct Method 
The Reform Movement gave impetus to an interest in 
developing methods along the lines of LI acquisition, which 
led eventually to the birth of the Direct Method. The Direct 
Method which is in most ways on the opposite pole to the 
Grammar/Translation method, advocated exclusive use of the 
target language, employment of everyday vocabulary and 
sentences, teaching of oral communication skills, inductive 
teaching of grammar and teaching of vocabulary through 
association, explanation of L2, or demonstration rather than 
translation. Though the Direct Method was quite successful 
in private language schools, it was difficult to implement 
in public secondary school education. Richards and Rodgers 
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(1986) remarks that, "It overemphasized and distorted the 
similarities between naturalistic first language learning 
and classroom language learning, and failed to consider its 
practical realities of the classroom" (p. 10)^. It was also 
criticised because: (i) it required teachers of a native-
like fluency which was not always feasible and, (ii) strict 
adherence to Direct Method principles could be counter-
productive, since teachers wasted a lot of time and energy 
on explaining terms which could be taught effectively using 
the native tongue. 
By 1920 the popularity of the Direct Method in non-
commercial schools waned in Europe. It France and Germany, 
it was replaced by a modified version which combined some 
Direct Method techniques along with grammar-based 
activities. Also, though the Direct Method had become 
popular in the early part of the 20th century in America, a 
reading knowledge of the foreign language was considered 
there to be more practical at the time. In the 1920s and 
193 0s applied linguists systematized the principles proposed 
earlier by the Reform Movement, and so laid the foundation 
for the development of Audiolingualism in the US and the 
Oral Approach or Situational Language Teaching in Britain. 
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The Audiolingual Method 
A method based on intensive oral activity to teach 
foreign language to the army personnel in a short time was 
devised and developed in America during the World War II, 
when it was in the need to know the language of both its 
allies and enemies. When this method was adopted by 
educational institutions, it came to be known as the 
Audiolingual Method. The ALM was firmly grounded in the 
structural linguistics and behaviouristic psychology of the 
time. Contrastive analysis was popular at the time, 
according to which mother tongue was believed to cause 
interference with L2 learning, and this resulted in an 
almost total elimination of the native tongue from the 
language teaching §cene. Under the influence of behaviourist 
psychology, the important characteristics of this method 
were avoidance of error as far as possible, mimicry, 
memorization, pattern drill, stress on pronunciation and 
speech practice. ALM's popularity declined because of its 
ultimate failure to teach long term communicative 
proficiency. 
Minor Methods of the 1970's 
Many minor methods became popular in language teaching 
during the 1970's, which exploited the advances made chiefly 
in psychology, and translation figured as an important 
aspect of them. 
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Community language learning recognized the affective 
and interpersonal nature of all learning. In order for 
learning to take place, students and teachers join together 
in an interpersonal relationship to facilitate learning in a 
context of valuing and prizing each individual in the group. 
The communication at the early stages between learners takes 
place in their native language and the counsellor/teacher 
keeps translating the utterance back to the learner in the 
L2, which the learner repeats. Gradually, the learners are 
able to speak directly in the foreign language, without 
translation. Because of the teachers' role being too non-
directive, and the method's total reliance on an inductive 
strategy of learning, it has not proved to be very 
effective. Still, its use of LI, to alleviate the 
threatening affective factor from the classroom is a lesson 
to be learnt from the method. 
Suggestopaedia lays stress on a relaxed state of mind, 
and giving over of control to the teacher. It also makes 
significant use of the mother tongue. The proposed classroom 
technique is that while the teacher reads the book loudly 
with music in the background, the students follow the 
teacher in their own text where each lesson is translated 
into the LI. 
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The Natural Approach is based on the hotly debated 
theories of language acquisition propounded by Stephen 
Krashen (1982) . Krashen feels that language acquisition 
takes place only in a natural environment where spontaneous 
conversation takes place. According to him, formal classroom 
instruction contributes little to language acquisition. He 
believes in the learner being provided only comprehensible 
input, delay of production until speech emerges, a relaxed 
atmosphere in the classroom, and a great deal of oral 
communication as opposed to the analysis of grammatical 
rules. As the approach seeks to simulate LI acquisition in 
teaching L2, the role of learner's native language and 
hence, translation is completely ruled out. But as Douglas 
Brown (1987) says, "There are a number of possible long-
range goals of language instruction. In some cases second 
languages are learned for oral communication, in other cases 
for written coiomunication, and in still others there may be 
an academic emphasis on, say listening to lectures, speaking 
in a classroom context, or writing a research paper. The 
Natural Approach is aimed at the goals of basic personal 
communication skills, that is, everyday language situations 
- conversation, shopping, listening to the radio and" the 
« 
like" (p.164). The above comment is sufficient to show the 
limitation of the approach. Though it might be good for the 
beginning level of students, or those who need only an oral 
proficiency in the given language, it does not cater to 
217 
other needs of language learners which might be just as 
important. 
Communicative Language Teaching: The modern era of language 
teaching is chiefly involved in what has been called "a push 
towards communication" (Higgs and Clifford 1982), through 
the means of the Communicative Language Teaching approach 
which is a rather difficult consturct to define, because of 
the various interpretations of it by different language 
teaching specialists. Some of the important characteristics 
based on these definitions can be cited as the following:'* 
i) It claims to emphasize all the components of 
communicative competence. 
ii) "Function" instead of "form" is the organisational unit 
of syllabus design. 
iii) Fluency rather than accuracy is emphasized. In other 
words, transmission of message is more important than the 
way it is put into words. 
iv) Use of language by the learner is encouraged in 
unrehearsed situations. 
v) It advocates exposure to authentic materials in language 
teaching. 
Communicative language teaching has been in vogue since 
the mid 70's and is still the most widely accepted method of 
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langauge teaching. Lately, however, it has come in for 
severe criticism (Swan 1985). The reasons are the following: 
i) The dichotomy between "function" versus "form" or "use" 
versus "usage" proposed by it has been exaggerated, since a 
word or structure almost always requires its meaning from 
the context in which it appears and there is no point in 
adopting a whole new approach for the exclusive teaching of 
"use" or "function". 
ii) It overemphasizes oral interaction in language 
teaching, neglecting the skills of reading and writing. 
iii) It is biased towards fluency activities, ignoring 
accuracy in communication, though in most situations 
students have a need for accuracy, activities such as 
grammar-based tasks as well. 
iv) It underscores language use in real-life settings, 
which are not always amenable to teaching by non-native 
teachers. 
V) It takes a "tabula rasa" view of the learner and does 
not assign the mother tongue its proper role. A look at the 
current handbook for teachers is enough to show that it is 
neglected almost entirely and LI resources are not 
exploited.^ The students are taught the second language as 
if they are learning a language for the first time and the 
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possible transfer of language content and skills is totally 
overlooked. 
Communicative language teaching has contributed a great 
deal to the field of language teaching, by looking at the 
functional side of language, and incorporating it into the 
curriculum. By introducing motivating classroom techniques 
such as pair-work, group work, role-play, simulation and use 
of authentic material, the language classroom has become 
much more purposeful and lively than ever before. The 
shortcomings of the CLT, however, have made people take a 
second look at it, and the use of traditional time-tested 
techniques like memorization and translation is considered 
again to complement the existing techniques. A new interest 
in the use of translation in L2 teaching is evident and the 
following statements by professionals in the field bear 
testimony to the fact; 
"... translation, conceived of in a certain way can be 
a very useful pedagogic device and indeed in some 
circumstances specially those, where a foreign language is 
being learned for special purposes as a service subject, 
translation of a kind may provide the most effective means 
of learning" (Widdowson 1979). 
"... translation can be a very useful method of 
implementing a syllabus, whether this is communicatively 
oriented or not, in the teaching of advanced learners" 
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(Titford 1983). 
"I contend that the potential of the mother tongue as a 
classroom resource is so great that its role should merit 
considerable attention and discussion in any attempt to 
develop a "post-communicative* approach to TEFL for 
adolescents and adults" (Atkinson 1987). 
The advocates of translation, however, do not wish to 
bring it back by excluding the existing techniques of the 
Communicative Approach, but wish to incorporate it within 
the broader framework of the Communicative Methodology, 
judiciously and appropriately, where the situation demands. 
Such eclecticism helps in avoiding extremes and evolving a 
more balanced and successful approach to language teaching. 
The Use of Translation in English Language Teaching in India 
In the absence of any reference source which gives a 
systematic account of the teaching of English in India, one 
can base one's study of ELT methods in India on three 
things: 
i) Government reports, reflecting the policy decisions and 
the state of affairs in the teaching of English in India. 
ii) Text books used for the teaching of English in India. 
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iii) Personal experience of the earlier generation and the 
present generation. 
A methodology of teaching is always connected to its 
objectives. The aim of teaching English in India was 
originally to create an elite which could adopt and inherit 
Western language, culture, and knowledge, resulting in the 
teaching of English as an aesthetic and humanistic 
discipline, and not necessarily as a means of communication 
or a "window upon the world". The attitude prevailed for 
about a century and resulted in a general neglect of 
methodology of language teaching in India and an 
indifference towards the development of language skills. 
When the teaching of English started in India, it was 
through the Grammar/Translation method which happened to be 
the popular method of the time in the West. The first 
syllabus (1874) of the Mohomedan Anglo-Oriental College also 
specified translation from LI to L2 as one of its important 
components, in classes ranging from the first to ninth. 
However, when at the beginning of the twentieth century, the 
Direct Method replaced the Grammar/ Translation method in 
the West, it did not make much of an appeal in India. As has 
already been noted, the Direct Method laid stress on oral 
work and complete elimination of the mother tongue. Its 
successful implementation required teachers who had a 
perfect command of both the written and the spoken forms of 
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English, which was not always feasible. Thus, though the 
Direct Method was the officially recognised method of 
teaching in teacher training courses, the Grammar/ 
Translation method continued to be used in various forms and 
ways, throughout India. In keeping with the times, the AMU 
also eliminated translation from its syllabus of 1926, when 
it was converted from a college to a university.^ However, 
it is unlikely that it resulted in the complete elimination 
of translation from the classroom also. In fact-, personal 
experience of students bears testimony to the fact that the 
mother tongue has always been in copious use in the 
classroom because of the inability of either the students or 
the teacher, or both. 
In India, the use of translation in practical classroom 
teaching had some peculiar characteristics of its own, which 
require a brief mention. 
1. In regional medium schools, most teachers considered it 
their duty to translate the textbook from beginning to end 
in the LI. 
2. Interaction between the students and the teacher was 
mostly in the LI, thus providing very little opportunity" for 
L2 exposure. 
3. There seemed to be an expectation for one-to-one 
relationships between the LI and the L2 at all the levels of 
language, i.e., phonological, lexical and structural, which 
223 
was fostered by the practice of the teacher. At the level of 
phonology, the pronunciation of the word "ghost" can be 
cited as an example, which is frequently pronounced as 
beginning with the Urdu sound "gha" as in "ghar" . The 
student does not suspect the teacher because of the addition 
of the letter "h" after "g". Hence, there is a need to 
discourage this tendency to equate letters with sounds and 
also to equate all LI sounds to L2 sounds. At the level of 
lexis and structure also, the teacher failed to respect the 
context in translation and instead of seeking a functional 
adequacy, he almost always aimed at the faithful literal 
translation. Thus in the sentence, "There is a boy sitting 
in the room", the teacher would provide "wahan" as the Urdu 
equivalent of the form word "there". 
After independence, when the country faced a changed 
context, the need was felt to improve methods and materials 
at all the levels of ELT, and it was subsequently expressed 
through the establishment of the Central Institute of 
English at Hyderabad. As a result of the efforts of the CIE, 
the 50s and 60s saw large scale acceptance of the Structural 
Approach, embodying the principles of selection of 
vocabulary, gradation of structures, situational 
presentation, and controlled practice for consolidation. The 
CIE also advocated a very limited and judicious use of the 
mother tongue. 
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While concluding the section, it seems pertinent to 
briefly mention the experiments conducted in India in the 
seventies, with Dodson's (1972) Bilingual Method. In his 
Bili'ngual Method Dodson emphasized the following: 
1. A balance between spoken and written work in the 
classroom. 
2. A new approach to translation in language teaching. 
3. Opportunity for copious contact with the target language. 
The method aimed to achieve this by, 
1. Controlled and systematic use of the LI, 
2. Introduction of reading and writing early in the course 
of learning and, 
3. Integration of writing and speaking skills. 
Three experiments were carried out with Bilingualism in 
India during the seventies by H.N.L. Sastri, R.V.S. Murthy 
and Nalini Nagarajan in CIEFL, separately. The results of 
the experiments supported the conclusions made by Dodson 
that LI, when used as a meaning conveyor, facilitates rather 
than hinders foreign language learning. The sparing use of 
LI, also allows more time for practice in the L2, crucial at 
the early stages for acquiring correct language habits. The 
Bilingual Method which proved to be an improvement upon both 
the Grammar/Translation and the Direct Method, was an 
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attempt to integrate both the writing and the speaking 
skills, fluency and accuracy. 
Afterwards, the seventies and eighties saw again a 
changed context of teaching with the advent of the 
Communication Language teaching. At present, however, a 
preference for a certain eclecticism, and for selection of 
methods and techniques based on the needs analysis of the 
students is discernible everywhere. It has been found at 
last, that no single method is a panacea for all the ills, 
and this attitude is all the more appropriate for the Indian 
situation, where the needs of the learners are entirely 
different from those of the learners in the West. 
The Revival of Translation in Second Lancniaqe and 
Foreign Language Teaching 
As mentioned already, even the CLT was found to suffer 
from many defects and so, inspite of the initial enthusiasm 
for the approach, and its adoption by different language 
teaching curricula across the world, it was soon discovered 
that the CLT or any single teaching method for that matter 
was not a panacea for all ills. 
A "post-communicative" approach emerged subsequently 
which was ready to embrace the useful and desirable aspects 
of diverse teaching methods and incorporate them within it. 
Thus,, at least for the time-being, eclecticism seems to be 
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the best way to choose, and within this eclectic, post-
communicative approach, the merit of a limited use of the 
time-tested traditional methods such as memorization, and 
translation is being recognized and they have begun finding 
a place, though on an experimental basis, in many an ELT 
curriculum and classroom. 
For some time now, researchers have also started taking 
a fresh interest in finding empirically the role of LI in 
SLA. In the main, however, an interest in translation in 
second/foreign language teaching and particularly in ELT was 
revived by language teaching professionals on a heuristic 
basis who found from their experience that the mother tongue 
could and did make an important contribution to the teaching 
of English as a second language by creating motivation in 
the students, sharpening the awareness of differences 
between the languages and enhancing the quality of teaching 
in many other ways. Around the world, the teachers engaged 
in ELT have started voicing their views about the usefulness 
of LI in the ELT classroom, and have also tried to explain 
intuitively why the use of LI does have an impact from the 
learners' point of view. It should be noted that this 
revival is poles apart from the basic assumptions of the 
Grammar/Translation method on the one hand and the 
principles on which CA was initially based on the other. 
Rather, it rests on the firm footing of the new developments 
made in SLA research and cognitive psychology and directly 
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bears upon how a learner cognitively processes a second 
language. 
Some Theoretical Problems 
In view of the modern developments in second language 
teaching the use of translation raises certain theoretical 
questions. Two most important questions are: 
i) consideration of translation with respect to the 
acquisition vs. learning controversy, and 
ii) viewing translation with regard to the dichotomy 
between accuracy and fluency. 
Both these are dealt with briefly in this section. 
Translation vis-a-vis Acquisition vs. Learning • 
Krashen (1977a) made the well-known distinction between 
acquisition and learning.° Acquisition arises as the result 
of the processes of creative construction by which the 
learner internalizes the rules of the second language 
subconsciously. It takes place naturally and is not amenable 
to instruction; though acquisition can be imparted in the 
classroom too, by creating opportunities for natural and 
spontaneous communication. In contrast, learning is a 
conscious process that results from formal study and which 
can be influenced, therefore, by formal instruction. The 
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knowledge that is derived from acquisition is used 
differently from that derived from learning: all the 
learners' use of the second language - spoken or written -
is initiated by means of acquired knowledge, but in some 
contexts, learnt knowledge may be call upon to 'monitor' the 
utterances that are initiated from the store of acquired 
knowledge. 
In the light of the above, the following questions can 
be raised with respect to translation: 
i) Does translation cater to learning or to acquisition? 
ii) If translation caters only to learning, can learning be 
transformed to acquisition ? 
iii) What is the validity of the acquisition learning 
dichotomy ? 
iv) Do learners make recoarse to their LI consciously or 
unconsciously ? 
To deal with the first question, since translation is 
supposed to focus the learners' attention on the differences 
in form between the LI and the LI, it might be said to cater 
to learning rather than acquisition. Also, Krashen has made 
it explicit in his model that LI transfer has a peripheral 
role to play in acquisition, which is that of only a 
monitor. Thus strict adherents of Krashen's model of 
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learning would dismiss translation as having a negligible 
role in L2 acquisition. However, if learning could be 
transformed to acquisition, then translation could be 
claimed to have an important role. This brings us to the 
second question and a consideration of interface and non-
interface positions of Krashen's model. While few people 
support a strict non-interface position now, most 
researchers in SLA hold either a strong or a weak interface 
position, implying that there is a flow from learning to 
acquisition and vice-versa. (McLaughlin, 1978b; Rivers, 
1980; Stevick, 1980; Gregg, 1984).^ "metalinguistic 
knowledge" and "consciousness-raising" in "acquisition-poor 
environments" have been found to be beneficial, in that they 
may lead to subsequent spontaneous communication when there 
is an opportunity (Sharwood-Smith 1981, p.6). 
This, in turn brings us to the third question, that is, 
about the very validity of the acquisition-learning split. 
Many researchers wonder whether there is a need at all to 
maintain this dichotomy when learning changes into 
acquisition and acquisition into learning. 
Lastly, translation is perceived as catering to 
conscious learning, that is, a conscious focus on the forms 
of the two languages. However, there is no evidence to 
demonstrate that learners do not make recourse to their LI 
even unconciously in the process of learning an L2. In fact. 
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strategy research showing the preference of learners at 
early levels for LI based strategies bears testimony to the 
fact that they might be doing it unconsciously (O'Malley et 
al., 1985b). 
Translation vis-a-vis Accuracy vs. Fluency 
It seems here necessary to deal briefly with the 
accuracy/ fluency controversy, as it is closely related to 
the use of translation in CUT, which is mainly an accuracy 
activity. 
Accuracy; In terms of language teaching, accuracy means a 
stress on "usage" than "use" of language. Accuracy can refer 
to the receptive skills of listening and reading just as it 
refers to the productive skills of speaking and writing, 
eg. , extensive reading is a fluency task, but intensive 
reading is aimed at accuracy; while free writing exercises 
are aimed at fluency, all controlled and guided writing is 
aimed at accuracy. In a fluency task the quality of language 
is not important as the emphasis is on the message, but when 
the focus is on how this message is conveyed in terms of 
language used, it becomes an accuracy task. 
Fluency; In the context of language teaching, fluency is to 
be regarded as natural language use; whether or not it 
results in real native-speaker-like language in 
comprehension or production, is not important. Fluency work 
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in language classroom, however, aims at emulating native-
speaker use of language in similar settings. In fluency, the 
task is marked by processes of adjustment and negotiation of 
meaning, a minor role for correction and the teacher acting 
as a participant rather than a "knower". In short, fluency 
can be seen as the "maximally effective operation of the 
language system so far acquired by the student" (Brumfit, 
1984 ).-'-^ Communicative language teaching leans heavily 
towards fluency rather than accuracy. However, shifts of 
opinion as regards the relative importance of the two, and 
the stages at which one should replace the other are 
discernible even among the noted proponents of the CLT. 
Brumfit believes that there is a definite role for 
accuracy work in language teaching, but its function is 
entirely different from that of fluency work, and its 
overuse impedes successful language development. It should 
be noted though, that Brumfit does not consider the adverse 
results of overuse of fluency work. Brumfit (1978) has 
argued that fluency can best be fostered by a methodology in 
which pupils first communicate as far as possible with all 
available resources, followed by accuracy work, if a need is 
perceived. • 
Widdowson (1978) bases his model of teaching on a 
description of language "use" rather than "usage". But 
according to R. Ellis (1982), any description of language 
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for teaching purposes which ignores the inbuilt, individual 
syllabus of the learner, which he uses in natural language 
acquisition, caters to learning rather than acquisition. 
Widdowson has presented the language items in his syllabus 
in terms of functions instead of structures. Also, in 
Widdowson's model, "... the learner needs to be aware of how 
specific types of discourse can be encoded in English; he 
needs to learn by careful and deliberate study of discourse, 
how linguistic forms of English realize textual meanings" 
(p.792).^^ Thus, the learner is to be conscious of the kinds 
of strategies and structures that contribute to a study of 
discourse. In this sense, Widdowson's model of teaching 
seems to cater chiefly to accuracy and learning rather than 
fluency and acquisition. 
The model that Krashen (1976, 1981) propounds has 
acquisition as its goal, according to which learning has a 
very minor role in language development. •'••^  Krashen's model 
is based on fluency activities in natural settings which are 
designed to engage the learner in the process of actual 
communication. Such an approach requires the teacher to 
abandon his traditional role as the "knower" and assume the 
role of the "onlooker". The input is determined by the 
natural processes of adaptation and negotiation that are 
generated by all communicative enterprises. On the basis of 
the foregoing, R. Ellis (1982) has classified communicative 
language teaching into two major types: formal and informal. 
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Formal CLT approaches have learning as their target and 
operate chiefly through accuracy activities, and gradation 
of language items in terms of either structures or 
functions. The informal approaches operate through fluency 
activities without resorting to any deliberately planned 
syllabus. 
Translation, which is chiefly an accuracy activity 
catering to learning, fits into the formal communicative 
approach quite neatly. But as regards the informal 
communicative approach which caters to acquisition through 
stress on fluency, the question which requires answering is, 
"Does learning lead to acquisition?". According to Krashen 
there is no transfer from the learned to the acquired store 
of language, since both derive from different experiences 
involving different inputs. This is, however, against the 
experience of language learners who are able to put learned 
knowledge to rapid use in spontaneous conversation when the 
need arises (Stevick 1976).^^ Antonella Sorace (Sorace 1985) 
reports on the basis of her research work on the use of 
metalinguistic knowledge by second language learners, that 
there is a "slow but constant improvement in the subjects' 
a 
ability to apply this knowledge in different situations 
which is reflected by a higher degree of consistency between 
language and use. This seems to suggest that despite the 
lack of spontaneous practice of the language, formal mastery 
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of linguistic structures leads to their systematic 
application in a limited range of functions (p.239).-^^ 
There is in fact, no strong support for the rejection 
of formal teaching. On the basis of a survey of thirteen 
studies relating language acquisition to exposure or 
instruction, Long (1982) found that instruction is 
beneficial at beginning intermediate and advanced levels, on 
integrative as well as discrete-point tests and in 
acquisition-rich as well as acquisition-poor environments.-^^ 
On the other hand, Annie David (1989) has argued that 
accuracy activities should in fact play a major role in the 
syllabus for English language learners in India, because of 
the lack of enough exposure to English, and because of the 
teachers often processing very little of the language to be 
of any use to monitor unrehearsed communicative situations. 
She contends that with a basic understanding of what is 
grammatical and/or appropriate or not, the learner is better 
ec[uipped for exposure to the use of English in communication 
afterwards. She says, "I would rather go from accuracy to 
fluency because I have never seen it work the other way, 
unless of course, there is adequate exposure to standard 
forms, which is hard to come by in a country like India 
(p.13) .^'^ 
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All this means that learning and accuracy activities 
also have a role to play in language acquisition. It will be 
seen later, however, that translation can also play a role 
in fluency activities to some extent. 
Translation in the Classroom 
Translation at the Early Levels 
Translation can be a useful device often at the 
earliest levels of teaching. For example, at the early 
levels of L2 learning, when the child comes with the 
knowledge of his own language but hardly any L2, words and 
structures can be taught more profitably if LI equivalents 
are used alongwith explanation in L2. If a teacher glosses 
words like "change" into "transform" and "laugh" into "to be 
amused", what can the child be expected to make out of it, 
where the meaning is even more difficult than the original 
word itself? This applies to structures as well. For 
instance, in the teaching of tenses at early levels, the 
teachers might make use of different time references and 
provide sentences such as: 
He came yesterday. 
He will come tomorrow. 
He comes everyday. 
Still, the point may not become clear to the student; 
but as soon as the difference is made clear through 
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reference to LI equivalents, the structures are brought home 
precisely. Whether the student is able or not to use this 
knowledge immediately, is another matter and depends largely 
on practice in communicative situations. 
Translation at the earliest levels seems to be 
contradictory to what the exponents of the communicative 
approach generally advocate that natural language learning 
or "acquisition" should take place in natural settings, at 
the earliest stages of L2 learning. However, Wong-Fillmore's 
(1976) study of the speech of Mexican immigrant children 
showed that in the absence of any formal instruction of L2 
rules, the children picked up whole phrases which were not 
the result of the learner's developing grammatical 
competence. The learners did not grasp the underlying 
meanings of these formulas or "prefabricated patterns" and 
thus frequently used them in structural combinations which 
were ungrammatical. 
Defending the use of translation at early levels, 
Butzkamm (1985) argues on the basis of Wong-Fillmore's 
research that the use of translation makes the internal 
structure of the sentence patterns apparent to the learner, 
otherwise they remain for the learner a "memorized chunk" or 
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unanalyzed whole. He is not able to make use of the 
generative power of language and use them in completely new 
situations. 
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Atkinson (1987) also advocates the use of translation 
from the earliest levels for different sorts of pre-
communicative, communicative and post-communicative 
activities. According to him, translation can be an 
invaluable help to the teacher in giving instructions, for 
discussiong classroom methodology, or checking comprehension 
at the earlier levels. It can be used in communicative 
activities like role-play and discussions, and in post-
communicative activities of teaching lexis and structures 
too. Atkinson criticizes "the tendency in EFL to opt for 
methods and techniques which are "exotic' and "modern* or 
which demonstrate specialized knowledge possessed by the 
teacher" (p.242). He says that prejudice is not a 
satisfactory reason for prohibiting what seems to be one of 
the "preferred learning strategies" of the students. 
Translation can be successfully employed in the 
classroom for the following activities with beginners: 
Eliciting Language; Language can be elicited at all levels 
from students by making a reference to the LI, for example, 
"How do you say X in English"? Atkinson argues that this is 
less time consuming and involves less potential ambiguity 
than other methods of eliciting such as visuals, mime and 
"creating a need'. 
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Checking Comprehens ion; The LI can also be employed to 
check comprehension of a concept behind a structure by 
making recourse to the mother tongue. Atkinson believes that 
comprehension tasks involving production, when presented in 
LI can sometimes probe comprehension more effectively than 
many types of non-linguistic tasks designed to avoid the 
problem of producing in the target language. Obviously, 
Atkinson is referring to discrete point objective tests. 
Giving Instructions; At the early levels, giving 
instructions regarding an activity in the classroom entirely 
in the L2 may not be very helpful. If the teacher uses 
translation of the whole instruction, or parts of it, after 
delivering it in English first, it would be easier for the 
students to understand it, and also relate the forms and 
functions in the L2 to equivalent forms and functions in the 
LI, and hence increasing their L2 repertoire too. 
Discussion of Classroom Methodology; The above mentioned 
procedure can be beneficial with classroom methodology too, 
where translation can be employed at different points 
(according to difficulty) leading to a better understanding 
on the part of the students and a more fruitful discussion. 
This activity is useful for learners at the early and 
intermediate stages of L2 learning where the students are 
adults or adolescents, and have the equivalent concepts in 
their LI. 
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Presentation and Reinforcement of Language: Atkinson 
remarks that for most students of English, there are some 
aspects of the language which are difficult because of the 
manner in which they differ structurally from the mother 
tongue. An example in our context can be the following two 
sentences in English and Urdu respectively: 
He asked them to help him. (Subject+Verb+Object+Infinitive) 
and, 
Usne unse madad karne ko kaha. (Subject+Object+Infinitive+ 
Verb) . 
In such cases the most efficient approach according to 
Atkinson can be a simple explanation or demonstration of the 
rule, followed by a translation exercise. 
Butzkamm (1985) also advocates the teaching of 
structure at early levels through an appeal to the mother 
tongue. He suggests the use of literal translation as a 
teaching device at early levels in those cases where he 
suspects that the internal structure of the new sentence 
remains unclear to the students. The translation provided by 
the teacher has to be from L2 to LI, so that the foreign 
structure is mirrored in the native language. In the words 
of Butzkamm, by doing this, "The foreign language is mapped 
onto the native language so as to make the learner recognize 
the foreign pattern and identify its component parts" 
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(p.91). For example, the English sentence, "There was nobody 
at his house', will be translated according to Butzkamm's 
suggestion as, "Wahan tha koi nahin uske ghar par". 
The position of "at" has been slightly changed to avoid 
incomprehension. The Urdu equivalent will sound odd to 
Indian ears but the learners will have no problem working 
out how the English sentence operates. It should be noted 
that such a translation has not to be used throughout a 
text, but only at points where the given structure is not 
clear to the students. This literal translation does not 
have to be a word-for-word imitation, as the teacher can 
build upon the learners' previously acquired knowledge and 
only make transparent the syntactic or other data that he 
still needs. Butzkamm points out that this device is not 
limited to syntax, but can be used for various lexical 
phenomena, in particular collocations, fixed idioms, and 
compound words. 
The following language items can be taught through 
translation: 
Teaching of Lexis at Early Levels 
It is recognized by many ELT professionals that instead 
of the teacher getting involved in verbal gymnastics, and 
sometimes even physical gymnastics, in a desperate attempt 
to simply avoid the LI while trying to convey the meaning of 
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an L2 word, the teacher can more sensibly and economically 
resort to an LI equivalent which would iniaediately render 
the meaning of the lexical item in a much more clear and 
precise way. For example, if the meaning of the word "clove" 
has to be taught to the learner, the teacher might say by 
way of explanation in English that it is an aromatic spice, 
black in colour, club-shaped, and many other things, and yet 
the meaning will not be as clear to the learners as when he 
would just give them the mother tongue equivalent "laung" in 
Urdu. A teacher comes across such words frequently in his 
day-to-day experience for which an LI translation is the 
best and the easiest thing to resort to. Of course, this 
technique is not to be applied to each and every word, and 
use of definition, explanation, L2 synonym, mime and gesture 
too should be considered for teaching tenses. It is in fact 
for the teacher to decide about the best way of teaching a 
particular item. 
Teaching of Phrases. Idioms and Proverbs 
As phrases, idioms and proverbs do not derive their 
meaning from the meanings of the separate lexical items in 
them, use of an LI equivalent if it exists, can make the 
meaning clearer to the students than if it is explained only 
through the L2. For example, the proverb, "Birds of the same 
feather flock together" can be taught through the equivalent 
expression in Urdu, "chore, chore mauserey bhai", Proverbs 
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having a symbolic meaning, express concepts in a more 
precise and picturesque manner and are easier to retain than 
a mere explanation in the L2. However, sometimes a need 
might also be felt to give a simultaneous literal 
translation of the original L2 idiom, so that the concrete 
imagery is enjoyed and subsequently retained by the student. 
Help in Fluency Activities 
It is found that learners are often at a loss for 
appropriate words when engaged in oral communicative 
activities like role-play and simulation and even in writing 
dialogues they produce language which is unnatural and 
stilted. By making an appeal to a similar situation in the 
LI, and providing the literal equivalent of their stilted 
utterances, the teacher can make their unnaturalness 
apparent. 
As Atkinson (1987) suggests, that even in fluency 
activities students tend to think in terms, of word-for-word 
translation of LI equivalents, if at a loss for the proper 
expression. This tendency should be taught to think not in 
terms of , "How does one say X in English ?", but rather 
"How can I express X in English?". In other words the focus 
should be on the meaning rather than the accuracy of the 
form. 
In conclusion, two things should be noted about the 
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above-mentioned translation activities at the beginning 
level. First, that some of the activities mentioned here 
such as use of translation in fluency tasks, elicitation of 
language, checking of comprehension and teaching of tenses, 
and structure which are considered difficult are applicable 
to higher levels too. Second, the learner generally plays a 
passive role in the use of translation at the early levels, 
that is, most of the translation is done by the teacher in 
order to aid the learner. In this sense, all the above 
activities can be called teacher-oriented translation 
activities. 
Translation at Advanced Levels 
Most advocates of translation feel that it can be used 
most profitably in SL/FL teaching at the advanced level 
where the learner already has developed a "feel" for the 
foreign language and can discern more properly the subtle 
differences of lexical meaning and structural pattern betwen 
the two languages. Titford (1983) is a strong proponent of 
translation to be incorporated at the advanced levels. The 
main reason for his recommending translation at this level 
is that it is only at an advanced level that the student is 
keen to know the underlying rule behind a particular 
language item and tends to operate along the lines of "how" 
and "why", i.e., he constantly asks the question how an 
expression is realized in the L2 and what the involved rule 
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is. He also justifies using translation at the advanced 
level on the following grounds: according to Titford (1983); 
i) It can help to pre-empt many of the potential 
interference problems by allowing the learner explicit 
reference to his LI. In this, translation has a facilitative 
role to play in language learning. 
ii) It also plays a consolidatary role, since it helps in 
the retention of what has already been learnt. 
iii) Thinking about meaning, even in advanced learners, as 
long as they are still in the foreign language context, and 
not living and learning in the total immersion situation, 
tends to be referenced in some way to the LI. 
Hence, the use of translation at the advanced level in 
the teaching of L2, helps to extend and deepen the learners' 
knowledge by reference to LI and clarify the points of 
contact and divergences. It does away with the learner's 
muddledness about L2 lexis. At the syntactic level, 
translation helps in making an appeal to the textual 
situation or illocutionary force, thus making an appeal to 
the textual situation or illocutionary force, and rendering 
the functional or rhetorical meanings of the sentences 
clear. It also helps in teaching the deep-structure meaning 
of the sentences through a semantic translation in LI. 
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Hence, the use of translation is evident at both the 
early and the advanced levels. As the intermediate level is 
a flexible, transitional period, it has not been dealt with 
separately, and it will be seen below that many of the early 
level and advanced level activities overlap with each other. 
Perkins's Translation Activities for Remedial 
Grammar and Svntax 
Perkins (1985) suggests many motivating exercises to teach 
remedial grammar to students at an advanced level :-^ ^ 
Partial Translation from LI to L2: In this activity, the 
learners are expected to translate only some of the parts of 
the texts which the teacher wishes to concentrate upon. This 
sort of an exercise is more practical as it does not require 
a^  full translation, which may be unnecessary. It can be used 
to teach conditionals, modals, tenses, concord and 
preposition etc. 
For example in the following Urdu sentences; 
Usne Qalam se khat likha. 
Woh hawai jahaz se gaya. 
Woh Bombay se kal aya. 
Students can be made to translate the underlined 
portions, where the same preposition "se" has been used in 
all the three sentences. In English, this preposition will 
be realized differently in all the three sentences as 
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"with", "by" and "from" respectively, which can be 
highlighted by the translated exercise. 
Translation in Terms of Units of Meaning: Literal 
translation of word-for-word translation can be employed by 
the teacher in order to make apparent the syntactic 
rendering of the L2 sentence clear to the learners, as has 
been shown above in the exercise suggested by Butzkamm. 
Literal translation, however, is faulty translation, and the 
student must be discouraged from engaging in it always. What 
he should be encouraged to engage in, is translating in 
terms of units of meaning. In another exercise suggested by 
Perkins, the learners may be given a passage in L2 along 
with its translation in LI. The students are asked to match 
the units of meaning underlined in the L2 passage to the 
corresponding units of meaning in the given LI passage, 
e.g. : 
L2 Passage: Satan passed all the other horses in less 
than five minutes and was soon close to the dogs who 
were following the fox. It was impossible for Travers to 
hold the horse back. 
LI Passage: Satan paanch minut se kum mein doosre sare 
ghoron se aage nikal gaya aur jald hi kutton ke qareeb 
pahunch gaya jo lomri ka peecha kar rahe the. Travers ke 
liye ghoron ko rokna namumkin tha. 
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To make the exercise easier, the corresponding units of 
meaning in the LI passage can also be underlined, in which 
case the learner has only to match the equivalent units. 
Hieke's Transliteration 
Hieke (1985) suggests "transliteration" as a more 
realistic form of translation, which does not aim at the 
complete translation of a text, but attempts to achieve an 
"accomplished version of restricted portions of a text" 
(p.99).^° Transliteration according to Hieke, is thus a 
selective form of translation with less global goals and a 
strictly pedagogical orientation. It does not refer only to 
spot translation of whatever might be considered difficult 
or critical by the teacher, but implies that the teacher is 
free to edit passages of a text, which are too demanding or 
which blur the necessary focus on the primary learning goal. 
An important pre-requisite for this type of translation is, 
however, that the selected focus points remain within and as 
part of the running text from which the portions have been 
taken. 
Teaching Tenses Through Transliteration: A translation 
exercise is given here, based on Hieke. A passage is given 
to the students for practice in simple past and past perfect 
tenses. The students are required to translate all the verbs 
in these two tenses in their LI. The verbs have been 
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underlined in the L2 passage: 
David had slept only a short time when a rich-looking 
carriage, drawn by two fine horses, stopped directly infront 
of where he slept. One of the horses had injured his leg and 
the driver wished to let the horse rest for a while. An 
elderly businessman and his wife got out of the carriage and 
decided to rest during this time under the shade of the 
trees. There they noticed the spring and David asleep 
alongside of it. They tried to walk lightly and to make as 
little noise as possible in ord6r not to wake him. [From 
Complete Course in English, ed. R.J. Dixson (New Delhi : 
Prentice Hall International Inc., 1987), p.130]. 
Collocational Cloze: Another type of translation exercise 
suggested by Hieke (1985) is collocational cloze. The above 
passage can also lend itself to a cloze exercise for the 
teaching of prepositions, e.g., the following phrases from 
the passage will be taken out from the passage and replaced 
by their LI equivalents and the students will be required to 
provide their L2 equivalents: 
drawn by, infront of, for a while, got out of, to rest, 
under the shade, alongside of it, in order not to. 
Though the above exercises have been suggested by Hieke 
only for the advanced levels, they may be used profitably 
with the intermediate levels too. The choice of text will 
vary in terms of difficulty for the different levels. 
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Translation for Developing the Stylistic and 
Lexical Awareness of Advanced Students 
Helen Thomas (1984) suggests a translation activity for 
the development of stylistic and lexical awareness of 
advanced level students. The exercises are based on texts 
produced in English by non-native speakers. First, the non-
native version is compared stylistically with the native 
version in terms of appropriacy and correctness of lexis, 
syntax and collocation- The second stage consists of a 
translation by students of a similar text, to what was given 
previously for study, from LI to L2. 
A variation on the first stage can be to use a 
translated L2 text by a student for stylistic study, and 
then compare it with the original. 
Parallel Text Production 
Gisela Thiel (1985) suggests an activity which she 
considers integral to FL teaching of advanced learners. It 
aims at text comprehension, the acquisition of lexical and 
grammatical structures and the application of the acquired 
knowledge to the production of "intention adequate" texts 
(p.117).22 
The language peculiarities of a foreign language and a 
native language text are to be observed, described and their 
functions explained. Then the findings of the foreign 
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language and the native language text study are to be 
compared and the conclusions evaluated. At the third and 
last step, a translation is produced using these findings as 
guidelines. The focus in this sort of activity is on the 
three levels of text constitution: context, expression and 
intentional effect. The final translated text is different 
from traditional translation in the sense that instead of 
focussing on the working of the original, it focusses on the 
effect that the text will produce on the reader. 
Titford's Spoof and Back Translation 
Spoof-Translation: As word-for-word translation is an 
obviously faulty translation of the LI into the L2, it can 
be presented as a means of provoking insight into 
syntagmatically-bound elements ranging in length from 
clauses to sentences, i.e., phrases, collocations and 
idioms. In such a translation, the individual lexical item 
will be correct, but the syntax will be un-English, e.g.; 
"Meri madad keejiye" can be translated as, "Do my help" or 
more literally, "My help do". 
The above L2 translation can be used to provoke 
students' correct response. At other times, in literal 
translation provided by the teacher, the lexical item itself 
may be inappropriate collocationally, e.g.: 
Use halki chot ke saath aspatal le jaya gaya. 
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She was taken to the hospital with light injuries. 
Back-Translation: Another teacher-oriented activity 
mentioned by Titford for advanced levels is back-
translation. The acitivity consists of three stages: 
i) The students translate an LI text into an L2 version. 
ii) The teacher translates the students' version back into 
an LI version. 
iii) This LI version provided by the teacher is again 
translated by the students into L2. 
Back-translation which involves comparing of the 
original version with the back-translated text, provides the 
students with a yardstick to identify the quality and type 
of stylistic error, and is useful as an exercise for 
advanced learners in terms of syntax and pragmatics. Such an 
exercise sharpens the learner's awareness about language 
contrasts and is also motivating. 
Communicative Activities for Intermediate and 
Advanced Levels 
In communicative activities the learner is called upon 
to practise the total skill of communication. Here, he has 
to activate and integrate his pre-communicative knowledge 
and skills in order to use them for the communication of 
meanings. 
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Rod Ellis (1982) has laid down the following important 
criteria for an activity to be called communicative: 
1. Focus is on the message - on "what to say" rather than 
"how to say". 
2. Information gap exists between two speakers, 
3. Communication is negotiated, rather than pre-
determined. 
4. Speakers, are allowed to use whatever resources verbal 
or non-verbal they have, without bothering to conform 
to native-speaker behaviour. 
With the exception of probably the first criterion all 
the above criteria seem to cater only to an oral interaction 
activity. However, a communicative activity can either be 
oral or written, where the learner is required to use his 
total repertoire of linguistic knowledge and skills. 
Translation can be usefully employed for both kinds of 
communicative activity, i.e., oral and written. 
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Oral Presentation 
This oral presentation exercise for ESP learners, 
suggested by Ian Tudor (1987), is designed to improve a 
learner's ability to communicate in his own areas of 
specialization. ^-^  The individual learner in this task, was 
given an oral presentation task on a specific aspect of his 
professional activity on the basis of relevant LI material. 
In the exercise mentioned by Tudor, the 15-minute oral 
presentation was accompanied by appropriate back-up material 
in English in the form of transparancies and handouts, and 
was followed by a group discussion. The preparation for the 
presentation was carried out by the student chiefly at home, 
and a considerable time was given to him for this. The 
student also had a consultancy session with the teacher a 
week before the presentation was due. The student was not 
required to make a detailed translation of the LI base text. 
Instead, he was encouraged to make a summary translation 
(rendering into the L2 in a shortened form, of the content 
of longer LI text segments) and occasional detailed 
translation of key terms and phrases. 
Group Discussion 
This activity, also recommended by Tudor (1987), was 
based on journalistic material and was designed to develop 
discussion skills in a more general way. Learners were given 
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two similar texts on the same topic, respectively in their 
LI and L2, and were asked to perform three tasks on their 
basis: 
i) Make a rough oral translation of the LI text, and the 
end product not being a written translation, but rather a 
set of notes on areas of difficulty. 
ii) Make a written summary translation of the text. 
iii) Prepare for a class discussion on the basis of the 
text. 
The class discussion began with the difficulties the 
learners had faced during their rough translation of the LI 
text. Students were encouraged to propose their ideas and 
discuss possible solutions, while the teacher avoided being 
a "knower". Attention was focussed on re-expression of the 
message rather than a detailed translation of single items. 
The value of these activities lies in the fact that the 
use of LI input provided students with very precise 
communicative goals for their L2 production, these goals 
being defined by the message and form of LI input materials. 
The setting of precise communicative goals led students to 
employ achievement' or "risk-taking strategies", thus 
stimulating the productive abilities of the learners. On the 
other hand, students who worked without LI base materials 
showed a lesser degree of precision and clarity, because 
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they were working within their existing L2 competence. 
Oral Communicative Activity with LI Stimulus Materials 
A related activity is mentioned by Tudor (1989) in 
another article, which recommends the use of LI materials as 
stimulus. ^'^  Here, the overall task structure was drawn from 
a text book, which consisted of exercises in vocabulary and 
functions, to provide input and controlled practice in the 
elements required in the practice of the simulation proper. 
The next stage of this activity was a simulation task built 
around a brief introduction of the topic. The class was 
divided into two groups and each group was provided 
confidential information sheets regarding the topic, it 
being here a business negotiation in the L2. 
After the first stage of vocabulary and functional 
practice from the book was over, the confidential 
information sheets were replaced by letters and memos 
written either in the students' LI or in the L2. No written 
translation task was set, but each negotiator (representing 
one of the groups) had to formulate and express his ideas 
from an information base, made primarily of materials in 
their LI, the target negotiation being in English. Thus, we 
can say that oral rather than written translation is 
employed in this activity. 
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It was found at the end of the activity, that the 
learners who were given LI base materials, were experiencing 
a greater degree of communicative stress than the group who 
worked from L2 base material. The LI group also used the 
communication strategies of circumlocution and paraphrase. 
Use of LI base materials made their task more stimulating 
and challenging. However, negatively, a feeling of unease 
could also be perceived among this group. 
Translation in Communicative Writing Skills 
If a communicative activity is that in which the 
learner is required to use the total repertoire of his 
linguistic and strategic resources, then free writing 
exercises can also be called to fall in this category. Mike 
Baynham (1983) suggests some composition exercises which are 
free, however, they can also be called guided and controlled 
in that they make use of LI stimulus material as a frame of 
reference. ^ ^ 
Activity A: In this activity used by Mike Baynham, the 
learner was provided with LI material in order to induce 
motivation. 
Stage I: In the first stage of the activity, the learner 
was required to answer comprehension questions in the L2 on 
the basis of this LI text. 
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stage II: In the second stage, he was required to produce 
an oral summary of the LI passage into English. 
Stage III: The next phase involved translating a small 
section of the text into English-
Stage IV: Finally, the learner was asked to produce a 
summary in writing. He was asked to make the summary first 
in his LI and then into English. He was also encouraged to 
look for equivalences of meaning and saying things in the 
English way, rather than translating the LI text literally. 
Stage V: This consisted of a free writing exercise in which 
the learner was asked to write something from his memory 
about his personal experience. The aim of this exercise was 
to compare other types of written production by the learner, 
with the one using LI base materials, and to see whether use 
of LI materials had caused interference problem. Baynham 
reached the following conclusions regarding the use of 
mother tongue materials in the activity: 
i) The incidence of grammatical errors in the summary 
translation was higher than in the free writing production. 
He argues that this is chiefly so, because the learner was 
dealing in the summary writing exercises with language of 
greater intrinsic complexity. 
258 
To check this with greater certainty, Baynham gave the 
learner an exercise based on English language materials and 
discovered that the same type of errors were made as those 
when the input material was in LI. 
ii) It was also felt that mother tongue materials can 
facilitate discourse organisation; translation activities 
had led to the learner's dealing with more complex and 
abstract kinds of writing. The original LI text provided him 
with a model of well- formedness to which he could aspire in 
his English translation. 
Activity B; Using Bilingual Folk Stories in 
the ESL Classroom 
Writing Activity for Intermediate Learners: Though Baynham 
(1986) suggests the use of this activity for intermediate 
learners, it can easily be used with the advanced levels 
also.26 
Stage I: In this exercise, first of all the learner was 
asked to write a story from her LI culture into the L2. 
Stage II: In the second stage, the story was corrected with 
the whole class together regarding grammar, punctuation 
spelling and organization. 
Stage III: Stage III involved a translation of this story 
into the LI. 
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stage IV: The last stage consisted of translation of the 
final version of the LI story into the L2. 
The exercise can be modified by asking a student to 
write in his LI first; then translating it into the L2 and 
finally correcting it in group. 
The activity proved to be a very motivating one because: 
i) it sought to work through a story, which is 
intrinsically interesting; 
ii) instead of the teacher correcting the story personally, 
the whole group was invited to work on it and; 
iii) the story came from the learners' native culture. 
Activity C: Communicative Writing Activity Involving 
Group Work and Pair* Work 
Julian Edge (1986) finds "no obvious reasons why an 
ability to translate should not be seen as a type of 
communicative competence, or why a translation class should 
not benefit from a communicative and interactive approach.^ ''' 
He suggests a translation of two short texts (not 
necessarily similar) of the same length, for pair and group 
work and peer discussion, thus eliminating the boredom of 
traditional classes and encouraging motivation. The activity 
consisted of the following stages: 
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stage I: The class was divided into two halves and each 
half was divided into pairs. Each half was given one text 
(in separate copies to each pair). A time limit was set and 
the teacher made rounds to help with comprehension, without 
actually translating the text. The students were asked to 
produce a legible LI translation of the text. 
Stage II: The original texts were collected and pairs of 
students exchanged the LI texts that they had produced. A 
time limit was set for each pair to produce a legible L2 
translation. The teacher again helped with problems of 
comprehension, but not of translation. 
Stage III: In the next stage, the students were put into 
groups of four, so that the pairs who had been working on 
each other's translation now came together. The original 
texts were given again and the groups were asked to compare 
the original L2 version with the translated L2 version. 
Questions regarding changes in meanings, structures, 
cohesion and coherence were asked, and their effects 
considered. 
Stage IV: The whole class was called back together and each 
group which worked together was invited to raise the most 
interesting translation point that it had come across. 
The activity is reported to have been received 
enthusiastically both by students and teachers. Follow-up 
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dictionary and grammar work can be done based on the text. 
Types of Translation Required in the Activities and 
the Translation Texts 
It seems pertinent to comment briefly at the end of 
this section on the kinds of translation and translation 
texts generally recommended for the above activities. A 
considerable change is perceived in attitudes towards 
translation in recent times, with a pragmatically - oriented 
translation coming in vogue, which stresses on the 
communicative function of a text rather than on individual 
words and structures, which in turn, is a reflection of 
advances made in linguistics - the study of discourse and 
the importance of context in language use. Thus, instead of 
traditional translation, one hears now of cueing and 
interpreting, constituent, rather than word-for-word 
translation, and parallel text production which aims at 
"intention-adequate" texts. "Functional adequacy" is the key 
word with most of the advocates of translation in language 
teaching. When vocabulary or structure is to be highlighted 
an "accomplished version" is aimed at, but this accomplished 
translation is restricted to portions of text which need to 
be highlighted, as one finds in the translation activity 
suggested by Hieke (1985). However, while concentrating on 
particular lexical or structural portions, the portions are 
not severed from the text; rather they remain within the 
context of the original running text. 
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Butzkamm (1985) suggests literal translation or loan 
syntax as a teaching device - an ancient practice coming 
down through ages in the form of interlinear translation of 
scriptures and classics. But his approach is different from 
that of interlinear translation, because he does•not believe 
in a word-for-word equivalence throughout the text. 
According to him, "A complete re-arrangement of the mother 
tongue sentence is often not necessary, and might even be 
counter-productive because we need to, and want to, 
concentrate on a specific teaching item. Interlinear 
versions which stick to the principle of word-for-word 
equivalence throughout, are unpedagogic because they simply 
do not accomodate the fact that learners make progress" 
(p.95). 
As regards the text types recommended for translation 
in language teaching, one finds a general preference for 
texts which are familiar and relevant to the students. 
Stilted and artificial prose passages of the Grammar/ 
Translation method are ruled out, and texts which are 
"within both the semantico-grammatical and stylistic 
capabilities of the students" are recommended (Perkins 1985, 
p.52). Thus, expository texts in a practical vein, such as 
articles from newspapers and magazines, extracts from socio-
political or cultural texts can be considered appropriate 
for the selection of texts for translation. Hieke (1985) 
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suggests editing of a given piece of text by the teacher in 
order to confine his focus to a particular item. In his 
view, texts available for translation are either natural or 
contrived. The natural texts fail to offer enough 
opportunities to concentrate on specific teaching items, 
while the contrived ones are too contrived and artificial to 
generate interest. In such a condition the aim of 
translation activities should be either to concentrate on 
particular items in a given text by editing it, or to 
attempt to provide the overall message or general import of 
some restricted piece of writing rather than dealing with 
the whole text. Baynham (1983) and Tudor (1987) also speak 
of summary translation of the whole text. Hence, the 
preference for a sensible and pragmatic approach towards the 
use of translation in SL/FL teaching is evident. 
Conclusion 
Though translation has a useful role in second/foreign 
language teaching it is necessary to consider in conclusion, 
the constraints under which translation operates in a L2 
teaching situation. They can be envisaged to be the 
following: 
Linguistic Homogeneity of the Class: The most important 
pre-requisite for the use of translation is the linguistic 
homogeneity of the class, i.e. all the students should have 
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the same LI. This situation is frequently found in the SL 
classroom in India. But, in a university of a national or 
international character like the Aligarh Muslim University, 
one often finds a minority language group in a class, 
belonging to different language backgrounds of different 
states, or even of different countries. Even if there are 
two or three students of a different LI in a class of fifty, 
the use of the common LI is justified in certain 
circumstances for the benefit of the majority, and the 
teacher may find alternative ways for teaching the minority 
group learners. 
A Bilingual Teacher: Another desirable requirement in an 
ideal situation is for the teacher to have an equally good 
command of both the LI and the L2, which is not always 
possible to find. However, some translation activities have 
been pursued successfully even by teachers with a very 
limited proficiency of the students' LI. Ian Tudor and Mike 
Baynham engaged students in oral and written communicative 
activities respectively, based on LI stimulus materials. In 
these activities, the teacher had an almost passive role, 
i.e. the translation task was carried out almost 
independently by the students. Later, the whole class worked 
together in a follow-up activity, and the group arrived 
collectively at the appropriate L2 equivalents, thus 
minimising or eliminating the chance of error, and also 
aensuring motivation by giving students an opportunity to 
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work on their own. This proves that though a good command of 
the students' LI is a very desirable requirement for the 
teacher, it should not be considered indispensable. 
Status of LI and L2: Consideration of the relative status 
of LI and L2 is also necessary to determine the extent of 
the use of translation activities. Evidently, in a second 
language situation, translation should be assigned a more 
significant role than in a foreign language situation, 
because the ties between the LI and L2 are bound to be 
greater in the former. 
Consideration of Accuracy vs. Fluency: Another important 
factor is the consideration of the accuracy/fluency 
distinction. Translation is basically an accuracy - oriented 
activity, which seeks to teach formal items through 
conscious rule-forming. Communicative approaches lay greater 
emphasis on fluency-oriented activities which are carried 
out in natural-like settings and encourage spontaneous and 
subconscious acquisition of "communicative competence" 
chiefly in an interactive situation. In fact, 'a balanced 
curriculum should have a place for both accuracy and 
fluency, as both are necessary for building communicative 
competence, if we take it in its comprehensive sense. Also, 
it should be recognized that learner groups vary in their 
needs as regards accuracy or fluency. Hence, the relative 
weight to either in the curriculum should be assigned only 
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on the basis of a needs analysis. 
Dangers of Ll Overdependence: It is also very important to 
consider the dangers of overuse of translation, and history 
bears testimony to this. It should be recognized that the 
introduction of the Ll is always at the expense of L2 
exposure. Thus, the pros and cons of using the Ll should be 
weighed carefully, and only as much of Ll input should be 
used, as is considered to be more beneficial than similar L2 
input. Excessive dependence on the mother tongue might also 
develop in the learners a tendency to feel that they have 
not understood an item properly, unless it has been 
translated. The students should be discouraged from using 
their mother tongue unless, either they are quite incapable 
of expressing themselves in English, or they are engaged in 
a translation activity. 
Intranslatability: Though it is wise to use translation in 
many circumstances, one must realize that there are many 
items and concepts in a language which cannot exactly be 
translated, especially those which are intrinsically bound 
to a culture. Even if near equivalents to these terms can be 
given in the Ll, explanation must be provided of the 
contrastive differences between Ll use and L2 use or Ll 
culture and L2 culture, and such items should be taught 
specifically as a separate entity. For example, on the level 
of concept, the idea of 'chivalry' is almost intranslatable 
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in the Indian culture, and a considerable amount of 
explanation of the medieval custom of chivalry and 
knighthood will become necessary to make the term clear in 
the context. 
To sum up, it is obvious that translation has a limited 
but useful role to play in second/foreign language teaching. 
Considering the facts that the L2 learner is not a "tabula 
rasa", and comes already equipped with the knowledge of one 
language and its skills and strategies, which have to be 
usefully exploited in the teaching of the second language; 
that the LI provides him with a frame of reference through 
which he can express himself more precisely than he would 
otherwise; that translation is one of the preferred learning 
strategies of language learners; and that it increases 
motivation and helps in saving time and energy; one has 
strong reasons to recommend translation as a technique in 
the current methodology of language teaching, as a 
contributing factor towards communicative competence. 
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CHAPTER-V 
ASSESSING THE ROLE OF TRANSLATION AS A LEARNING STRATEGY IN 
ENGLISH AS A SECOND LANGUAGE : AN EMPIRICAL STUDY 
Though translation or transfer from the first language 
has recently b§en accorded a place among other strategies of 
language learning as a basic and preferred learning 
strategy, and its use has been advocated by ESL 
practitioners within a post-communicative paradigm, yet few-
studies have been reported validating empirically its role 
in L2 learning. Specifically, its validation is not reported 
yet within strategy literature to the best of the present 
researcher's knowledge, though, the effectiveness of many 
other strategies such as the cognitive strategies of 
vocabulary learning through keyword, note-taking, 
elaboration, and some metacognitive and socio-affective 
strategies have been evaluated through empirical studies. 
Viewing this lacuna in the strategy research field, a 
study was carried out by the present researcher, in order to 
empirically assess the effectiveness of translation as a 
language learning strategy in ESL in a formal classroom 
setting with class twelve Urdu speaking students. The 
chapter reports the findings of this empirical study. 
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Background 
Mother-Tongue Transfer as Interference 
Translation has been employed as a strategy in the 
teaching of second and foreign languages for centuries. It 
gained greater popularity under the rubric of the 
Grammar/Translation Method from the 1840s to the 1940s. 
During the nineteenth century, however, the relevance and 
utility of the GT method started to be questioned, as oral 
proficiency rather than reading or writing was needed more, 
keeping in view the development of transport, trade and 
commerce in the beginning of the nineteenth century; and the 
Direct Method came in vogue. 
During the first half of the twentieth century, the 
Audio-lingual Method, based on structural linguistics and 
behaviourist psychology became popular. This was the hey-day 
of Contrastive Analysis and pedagogical theorists believed 
in eradicating mother tongue influence as much as possible 
through extensive practice of L2 habits. Lado (1957) and 
Fries (1945, 1952) laid down the foundation of contrastive 
analyses of the native and the target language so that 
differences between LI and L2 surface features could clearly 
be pointed out and be made the focus of pedagogical 
materials.-^ Comparative studies were thus carried out 
between various languages (Stockwell, Bowen and Martin 
1965) . Hence, though CA assigned an important role to the 
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LI, it was, however, a negative one, i.e., in the form of 
interference. (Selinker 1969; Duskova, 1969). 
In recent times, evidence for LI interference has been 
reported by Ard and Homburg (1983) , and Broselow (1983) . 
Rutherford (1983) and White (1985) also provide empirical 
evidence for this type of role of LI acquisition.^ Among 
other recent studies Harley (1989a), and Harley, King and 
Burtis (1987) found subtle instances of transfer in the 
areas of lexicon and grammar among students learning French 
in an immersion setting.-^ It did not necessarily lead to 
error, but occasionally it did. Remarking on this apparent 
learner tendency to assume translation equivalence in both 
semantic and syntactic areas, J. Schachter (1990) advocates 
deliberate intervention in the classroom in the form of 
comparisons of features of the two languages and how they 
carry the same or different functions. 
Though interference is noted in present day research as 
an outcome of transfer as a natural phenomenon, the other 
side of the coin, i.e., its facilitative effect is also not 
lost sight of. Studies dealing with the negative or positive 
role in L2 learning have been dealt with in Chapter III in 
detail. 
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Mother Tongue Transfer in Communication Strategy Literature 
During the early 1980s, LI transfer was incorporated 
into a mentalistic view of learning by Corder (1983), 
Bialystok (1983), Tarone (1981) and Faerch and Kasper 
(1983). Strategies of learning and strategies of 
communication were the terms first coined by Selinker 
(1972), which provoked much fruitful research. Selinker 
(1972) was also among one of the first to refer to transfer 
from the native language as an important strategy of 
communication. Later, researchers continued to mention. 
Transfer of LI rules "borrowing" "code-switching", and 
transfer as important achievement or risk-running strategies 
based on LI resources. (An achievement or a risk-running 
strategy is a positive strategy since it aims at expanding 
one's resources to meet one's communicative goals, rather 
than curtailing the goal itself and be resigned to non-
communication or impartial communication). Code-switching 
involves use of varying stretches of discourse from LI, 
ranging from single words to complete turns. When code-
switching involves single words, it is referred to as 
"borrowing" (Faerch and Kasper, p.46). When the items or 
features of the learners' mother tongue are incorporated 
into their interlanguage, the strategy is known as transfer 
(Corder, p.16). This implies the adjustment of LI items with 
L2 grammar, morphology or phonology. 
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Bialystok (1983) found in her empirical study three 
types of Ll-based strategies: language switch, foreignizing, 
i.e., "creation of non-existent or contextually 
inappropriate target language words by applying L2 
morphology/phonology to LI lexical items; thirdly, 
translation, which reflected "the use of L2 lexicon and 
structure to create literal translation of LI item or 
phrase" (pp.105-6). 
Blum-Kulka and Levenston (1983) refer to the 
preliminary "equivalence hypothesis" of all beginners 
believing in the existence of one-to-one relationship 
between LI and L2 (p.132). Haastrup and Phillipson (1983) 
also found in their empirical study the use of LI based 
strategies of borrowing, anglicizing and literal translation 
among learners.-^ 
Transfer from LI constituted an important strategy of 
communication. However, it has not found a similar place of 
importance among strategies of learning. This may be 
considered an afteinnath of the reaction against CA and the 
viewing of transfer even as a communication strategy in the 
forTn of evidence for interference. 
Translation as a Learning Strategy 
While strategy research started developing two decades 
ago under the rubric of communication strategies, it was 
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much later that the receptive aspect of strategies became a 
matter of concern. However, Taylor (1975) underscored the 
importance of generalization and transfer as important 
strategies of learning even twenty years ago. On the basis 
of his empirical study consisting of a translation test of 
ESL students, he remarked that " ... second language 
acquisition is an actively creative process dependent upon a 
students' ability to assimilate and subsume new information 
into already existing cognitive structures" (p. 73) . He 
stated that transfer and overgeneralization learning 
strategies appeared to be two distinctly different 
linguistic manifestations of one psychological process: 
reliance on prior learning to facilitate new learning. 
Needless to say, Taylor was drawing upon the transfer theory 
of learning from cognitive psychology. 
McLaughlin ((1978a) and Sridhar (1980) pointed out that 
the notion of interference was not incompatible with the 
notion of strategy. It is worth noting, however, that some 
communication strategy researchers (Bialystok 1983; Faerch 
and Kasper 1983) noted the receptive aspect of strategies 
too, and admitted the role of LI transfer in reception. For 
example, Faerch and Kasper (1983) remarked, " ... it should 
be mentioned that receptive communication strategies can 
also result in hypothesis formation: the learner might use 
his prior LI, XL or contextual knowledge in order to 
understand L2 items which are not yet part of his XL system 
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(p.54). Later, they defined transfer as the process by which 
L2 learners activate LI knowledge in developing or using 
their interlanguage. Learners may activate LI knowledge for 
the purpose of either cominunication or learning. (Faerch and 
Kasper 1987).^ 
Language learning strategy research suddenly mushroomed 
during the past decade and various studies on the 
identification and classification of these strategies were 
carried out (see Chapter I). Transfer or translation figured 
as one of the strategies on many of these lists (e.g., 
O'Malley et al. 1985a; 1985b). Consequently, it was selected 
for foreign language instruction in reading and listening 
comprehension in strategy training programmes (e.g., CALLA 
by O'Malley and Chamot, 1988). 
O'Malley et al (1985b) noted that beginning level 
Spanish and Russian students used transfer as a main 
strategy, but intermediate and advanced level students used 
transfer to a lesser degree. It may imply according to 
O'Malley and Chamot (1990) that, "while less proficient 
learners rely upon declarative knowledge about LI, more 
proficient ones may rely upon other types of information" 
(p.148). 
Research by Del Mar et al. (1982) suggests that given 
the opportunity, learners will choose to translate without 
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encouragement from the teacher. This is found to be more 
true, however, of learners at the beginning or the 
intermediate stage than those at the advanced levels. Nyikos 
(1987) reported that less skilled learners sometimes are not 
even aware of the strategies of translation and repetition 
which they automatically use. 
Some Recent Theoretical Postulates 
Cummins's (1984) notion of common underlying 
proficiency for academic settings is an important 
contribution towards recognizing the value of LI knowledge 
and skills for L2 learning. Cummins has proposed two 
dimensions of language use; context-embedded, which is 
typical of face-to-face interactions rich in contextual 
clues and; context-reduced which is applicable to academic 
settings where contextual clues are meagre and are chiefly 
linguistic. 
On the basis of studies (Harley 1989a; Harley, King and 
Burtis 1987; Harley et al. 1990) under a five year project 
entitled the Development of Bilingual Proficiency (-DBP) , it 
was found that context-reduced academic skills were 
significantly related across the two languages in use. 
These findings are suggestive of an interdependence or 
commonality across languages with respect to context-reduced 
or academic types of proficiency. Cummins's model (1984), 
suggests that though the surface features of a bilingual's 
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LI and L2 languages may be different, linguistic features at 
a deeper level of processing can be shared within "a common 
underlying proficiency". Results obtained with Japanese and 
Portugese bilinguals did show interdependence of academic 
skills across languages and provided support for Cummins's 
hypothesis (Cummins and Nakajima 1987; Cummins et al. 
1987).^° 
Widdowson (1975a) is a major figure among contemporary 
theorists to have argued for a potential role of translation 
in L2 teaching especially in the teaching of scientific and 
technical discourse, which according to him share the same 
communicative functions, but are expressed differently 
through different languages. He has also proposed addressing 
the three levels of equivalences between LI and L2: 
structural (based on similarity of surface structures); 
semantic (based on deep structures) and rhetorical or 
pragmatic (based on similarity of function), in ESL 
teaching. 
More recently, Vivian Cook (1992) has proposed the 
notion of "multi-competence", implying "the compound state 
of mind with two grammars". He suggests that people with 
multi-competence are not simply equivalent to two 
monolinguals but are a unique combination, and proposes many 
possibilities: 
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i) People with two languages might possess a merged 
language system rather than two separate systems. 
ii) The LI and L2 share the same mental lexicon. 
iii) Second language users code-switch readily. 
iv) Second language processing cannot be cut off from LI. 
v) Both languages are stored in the same area of brain. 
vi) Second language proficiency relates to first language 
proficiency. 
Finally, Cook concludes by remarking that language 
pedagogy should be aimed at producing multicompetent 
individuals rather than "ersatz" native speakers. 
Informal Experiments Advocating the Use of LI 
A number of informal experiments which sometimes fall 
into the category of case-studies have been reported during 
the past few years involving the use of translation 
activities in the FL/ L2 classroom. These studies have been 
described in detail in Chapter IV, and so they will only be 
briefly mentioned here. 
Based on his own classroom experience David Atkinson 
(1987) describes a vatiety of LI applications in the 
classroom for eliciting language; checking comprehension, 
giving instructions regarding particular classroom 
activities, discussion of classroom methodology, checking 
for sense, and for employment in fluency activities (when at 
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a loss for words) . These activities are chiefly focussed at 
beginning and intejrmediate levels. Butzkamm (1985) suggests 
the use of translation at beginning levels to make the 
foreign language structure clear to the student by literal 
translation through which the foreign language structure is 
"mirrored" in the native language. 
Perkins (1985) advocates a translation exercise based 
on "units of meaning rather than word-for-word translation 
for advanced level learners. Another advanced level activity 
is suggested by Hieke (198 5) , who recommends the use of 
"translation" as a more realistic form of translation, which 
does not aim at complete translation of a text, but aims at 
an "accomplished version of restricted portions of a text" 
(p.99). Helen Thomas (1984) advocates use of translation for 
"developing the stylistic and lexical awareness" of advanced 
students. Gisela Thiel (1985) suggests "parallel text 
production", an activity which aims at text comprehension, 
the acquisition of lexical and grammatical structures, and 
the production of "intention adequate" texts. Titford (1983) 
recommends spoof translation (word-for-word) translation and 
back-translation in order to enhance the advanced learners• 
insight into the foreign language structure. Ian Tudor 
(1987) reports successful use of translation in fluency 
activities in his classroom, consisting of oral 
presentation, group discussion, and simulation activities. 
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Baynham (1983, 1986) reports use of translation and LI 
stimulus materials for communicative writing skills. Julian 
Edge (1986) also reports successful use of translation for 
communicative writing activities involving group work and 
pair work. 
Recent Empirical Studies 
Among recent empirical studies, Ringbom's (1987) is 
important work to have attracted attention towards the 
positive and facilitative role of LI transfer. He compared 
the positive as well as the negative transfers made by 
Swedish Finns learning English and discovered that the 
facilitation derived from learning a related language comes 
in the form of increased comprehension in the early stages. 
Hulstijin (1991), however, argues on the basis of 
recent studies that LI reading performance can only begin to 
correlate substantially with L2 reading after the knowledge 
of L2 has attained a threshold. •'•^  
Sparks and Ganeshow (1991) contend for correlating LI 
and L2 aptitude and remark that when a student has 
difficulty in FL learning, his/her performance in LI 
learning should be investigated. The same fact is 
corroborated by Skehan's (1986) study on language aptitude. 
Barts' (1991) study demonstrated that poor foreign language 
reading results from non-transfer of reading strategies from 
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LI. 13 
By reference to a specific case study of a Spanish 
native speaker acquiring French verbs, whilst living in 
France, Giacobbe (1992) found that the adult L2 learners 
have to construct only those L2 notions which do not have a 
corresponding grammatical form in their LI; those that do 
have one, are directly available for incorporation or 
elaboration into the IL system. The transfer of skills at 
all levels from LI to L2 is corroborated by the study of the 
writing skills of the students of Spanish made by Guadalupe 
et al. (1992).^^ 
Among recent empirical studies, only one study was 
found which directly studied the role of translation in L2 
learning, i.e., the one performed by Kobayashi and Rinnert 
(1992).-1^ This study of English composition written by 48 
Japanese university students examined differences between 
the tests resulting from two writing processes, the first 
process comprising writing first in Japanese, and then 
translating into English, and the other consisting of 
writing directly in English. It was discovered that in terms 
of quality of content, organization and style, lower-level 
writers tended to benefit from translation, whereas higher-
level writers did not benefit much. Overall syntactic 
complexity was greater in translations than in direct 
writing. In terms of error-frequency, higher-level students 
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tended to make more errors that interfered with intended 
meaning in translation than in direct writing, but lower-
level students did not show any difference. 
Purpose of the Present Study 
The specific purpose of the study was to seek answers 
to the following questions: 
i) Does the study of translation enhance L2 learning in 
general? 
ii) How are three different aspects of language, i.e., 
vocabulary, phrases, and tenses, influenced by the 
employment of translation as a learning strategy? 
iii) A further research question added subsequently was, as 
to how the strategy of translation interacts with the level 
of L2 proficiency. 
Method 
Instiructional Methodology 
Two types of categorization are identified by O'Malley 
and Chamot (1990) for s t r a t egy ins t ruc t ion in s t ra tegy 
« 
research: separate versus integrated, and direct explicit 
versus embedded implicit (see Chapter I, for details). 
Separate instruction implies independent intervention 
programmes for strategy training, while integrated training 
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incorporates the strategy instruction into regular classroom 
teaching. Direct or explicit strategy instruction tells the 
students directly which strategy is being used and; how and 
why to use it; but embedded strategy instruction does not 
explicitly inform them about the nature of the strategy 
taught or its advantages. There are arguments both in favour 
of and against these different types of instruction. 
While most researchers advocate an explicit rather than 
an embedded approach of strategy instruction, in order to 
make the learners autonomous; the current empirical study 
has used an implicit or embedded approach for LI strategy 
instruction. The reason for this is that implicit 
instruction, implying greater teacher control seems to be 
the only practical way to teach Ll-based strategies. If the 
learners are given total freedom to rely on their mother 
tongue materials as an aid to learning whenever they feel a 
need, they may develop an overdependence on LI use, which 
would prove to be detrimental in the long run. As pointed 
out before, use of LI in the teaching of L2 has to be 
extremely judicious and carefully guarded, and the decision 
as to when and where to use LI should appropriately rest in 
the hands of a teacher. This is not to advocate the use of 
embedded or implicit instruction in other situations too, as 
explicit or direct strategy instruction appears tb have 
greater merit in general, for other contexts. 
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Subjects 
The subjects were two classes of ESL students 
designated as the control and experiment group. They were 
also the researcher's regular students. The number of 
students in each class was approximately 60. Initially, the 
research began on the whole classes but as many students 
continued to fall out of the programme, by being absent from 
one or the other of the strategy instruction sessions, the 
final analysis was carried out only on 26 students from each 
group. All these students had either Urdu or Hindi as their 
mother tongue, which are considered here for the purpose of 
research as a single language. In a way, they can be deemed 
two dialects of the same language Hindustani; their 
structures being almost the same and the difference being 
chiefly in their different lexical items, that too, chiefly 
in the academic and formal registers. 
The students came from widely different educational 
backgrounds, forming a heterogeneous group in terms of 
language proficiency. It should be noted, however, that this 
type of classroom sample is the norm rather than an 
exception in all universities of this country. 
Materials 
Separate instructional materials were prepared for the 
three areas of vocabulary, phrases and tenses, employing 
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translation as a teaching/learning strategy. The assumption 
has been pointed out already in the previous chapter that in 
general what constitutes a teaching strategy at the 
teacher's end, becomes a learning strategy at the learner's 
end. 
Materials for Vocabulary i. Lesson A (see Appendix-B^ 
For Control Group: A passage was given to the students from 
their own textbook, but it had not been taught in their 
class yet. Seven words from this passage were selected and 
underlined for teaching. For each word, the dictionary 
definition was given from Advanced Learner's Dictionary of 
Current English, alongwith information regarding the part of 
speech of a word, and if it was a verb, whether it was 
transitive or intransitive. This was followed with two 
example sentences for each word. This was again followed by 
two practice exercises, the first requiring a matching 
exercise, containing words in a column with their synonyms 
or paraphrases in the adjacent column. The second exercise 
required the students to make sentences with the given 
words. 
For Treatment Group: The basic material for the treatment 
group too remained the same as above. The additions made to 
the exercise were that; 
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i) An LI equivalent was provided for every target word 
and, 
ii) The example sentences were translated in the mother-
tongue, but only when deemed necessary, for making the 
meaning and the use of the word clear. 
Materials for Tenses i. Lesson B (see Appendix-B) 
For Control Group: The aim was to teach the students the 
simple past and the past perfect tenses. A passage was again 
chosen with examples of verbs in the two sentences. This 
passage was approximately of the same difficulty level, or 
of a little lower than that chosen for vocabulary. The 
selected verbs were underlined in the passage. This was 
followed by a brief description of the varying forms of the 
two tenses with singular and plural nouns and all the three 
persons. Some examples of varying forms for regular and 
irregular verbs were also provided. Finally, the two tenses 
were briefly compared with regard to their function, and 
example sentences were provided to bring out the difference 
between their respective uses. This was again followed by 
two short paragraphs giving examples for the two different 
tenses in contracted sentences. At the end of the lesson, 
two exercises were given for consolidation: the first 
required the students to transform sentences given in simple 
present tense first into simple past, and then into past 
perfect; the second one required them to put the correct 
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forms of the verbs given in brackets into either simple past 
or past perfect tense. 
For Treatment Group: The basic lesson remained the same, 
with the following additions or modifications introduced: 
i) The students were required to provide LI equivalents of 
all the underlined verbs in the given passage. The exercise 
is based on Hieke's transliteration exercise (see Chapter-
IV) . Transliteration, according to Hieke, is a selective 
form of translation with less global goals and a strictly 
pedagogical orientation. It does not refer only to spot 
translation of whatever might be considered difficult or 
critical by the teacher, but also implies that the teacher 
is free to edit passages of a text, which are too demanding 
or which blur the necessary focus on the primary learning 
goal. An important advantage with this type of translation 
is, however, that the selected focus points remain within 
and as part of the running text from which the portions have 
been taken. 
ii) After the students completed the exercise themselves, 
they were given feedback by the teacher. 
iii) All the example sentences provided in the lesson were 
translated in their equivalent LI forms together by the 
students and the teacher. At first the teacher tried to 
elicit an answer from the students, if they failed, she 
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provided it herself. 
Materials for Phrases _L Lesson C (see Appendix-B) 
For Control Group: The text constituted a short passage with 
eight phrases underlined for teaching. It was followed by 
eight example sentences bringing out the meaning of each 
phrase. The lesson ended with two practice exercises, the 
first required oompleting the given unfinished sentences 
with one of the appropriate phrases and the second required 
the students to make sentences of their own with the given 
phrases. 
For Treatment Group: As usual, the basic text of the lesson 
remained the same for the treatment group too. An additional 
exercise suggested by Perkins was administered which 
involved translating in terms of units of meaning (see 
chapter IV) . Here, the learners were given a passage in 
English along with its translation in LI. The students are 
aske.d to match the units of meaning underlined in the L2 
passage to the corresponding units of meaning in the given 
LI passage. 
Instruments 
A pretest and a post-test were constructed to assess 
the students' knowledge of the target vocabulary, phrases, 
and tenses before and after strategy instruction. Since the 
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groups were extremely heterogeneous in terms of proficiency-
levels, the pre-test was necessary to get a"correct estimate 
of gains made by the two groups. 
Pretest (see Appendix-C) 
Task A (Vocabulary): It was a fill-in-the blank exercise 
requiring the students to provide the right form of the 
appropriate word chosen from the list. All the seven words 
selected in advance for instruction were tested in this 
question. 
Task B (Tenses): A continuous passage with blanks was given 
and the students were asked to put the verbs in brackets 
either into simple past or past perfect. 
Task C (Phrases) : The last task required the students to 
fill in the blanks with the appropriate forms of the given 
phrases from the list. All the seven target phrases selected 
for instruction were tested here. 
Post-Test (see Appendix-C) 
Task A (Vocabulary): It was a four-choice multiple-choice 
question on the specified target vocabulary items. 
Task B (Tenses): The task required the students to fill in 
the blanks with the given verbs in their appropriate forms, 
either in simple past, or in past perfect. 
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Task C (Phrases): The final task consisted in matching the 
specified target phrases with their meanings given in the 
opposite column. All the questions in both the pre and the 
post-test were fully objective. 
Procedure 
Pretest 
The pretest was administered to both the groups on the 
same day in a regular classroom hour without prior 
announcement, following which four instructional classes 
were given to each group, one each for vocabulary and 
phrases and two for tenses. 
General Instructional Procedure 
Text sheets containing the lessons were distributed 
before every instructional session to all the students. The 
students were informed that these special classes were for 
the purpose of research, but their interest and motivation 
were ensured by telling them and rightly so, that the 
context of the lessons was directly related to their own 
language course and so these extra classes will be very 
beneficial for them. 
The passages given in each lesson were first read aloud 
by the teacher and then the students themselves were asked 
to read the passages silently, trying to understand them 
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better. At this time the teacher/researcher did not give any 
meanings of difficult words or structures, and the students 
were themselves asked to guess the meanings from the 
context. In this way they were being given implicit 
instruction in the strategy of making guesses, a cognitive 
strategy of elaboration. When the students had read the 
passage they were asked different kinds of comprehension 
questions - global, local, referential, inferential and 
evaluative. It is worth noting that this activity, i.e., the 
answering of different types of questions, demands the use 
of various cognitive strategies of simplification, i.e., 
selection, inferencing and organization, apart from some 
metacognitive strategies in addition. This fact is pointed 
out in order to show that no teaching whether of a language 
or a content course can be called a "non-strategy" method. 
Meanings of difficult words were also asked of the students. 
Sometimes they were helped by the teacher in arriving at the 
right meanings. If nobody in the class was able to tell the 
meaning of a word or expression, then the teacher herself 
provided it finally. This was always done only through 
English in the control group, but in the treatment group the 
English explanation was followed by that in the mother 
tongue. After the passage had been explained fully, through 
the collaborative efforts of the students and the teacher, 
the ensuing practice exercises mentioned in the materials 
section were taken up. 
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Instructional Modifications for the Treatment Group 
Apart from engaging the students in the special 
exercises provided in the lessons on tenses and'phrases, the 
following points of deviations in instruction from the 
normal control group teaching can be noted: 
i) The target words, phrases and verbs in the specified 
tenses given in the passages were translated in LI along 
with their L2 equivalents and explanations. 
ii) Some of the example sentences were also translated into 
the LI when required. 
iii) Sometimes explanations were also provided in LI after 
being first given in English, if deemed necessary; and 
during the discussion of methodology of the instructional 
programme, a few words or sentences in the mother tongue 
were added, in order to make the instructions clear, and 
also to motivate the students. 
iv) It should be noted, however, that the occasions for LI 
use were very judiciously selected and LI was never employed 
without being considered essential in a context. 
Post-Test 
A month was allowed to elapse in order to assess 
retention as well as acquisition of the taught items, after 
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which the post-test was administered to the students on all 
the three stipulated items, i.e., vocabulary, phrases and 
tenses. 
Rating of Tests 
Because of the completely objective nature of the 
questions in both the pre- and post-test, reliability was 
not a problem, and getting the answers checked by another 
rater was not considered necessary. Hence, the post-test 
scripts were rated by the researcher herself. 
Results 
The statistical analysis showed significant differences 
between the two groups. Comparison of the performance of the 
two groups on the pre-and post-tests (Table 5.1, Figure 5.1 
and Figure 5.2) show that at the beginning the control group 
mean (14.30) on the pretest was higher than the experiment 
group mean (11.30), the maximum score for each test being 
25. However, after the instruction, while the control groups 
score rose to a mean of 16.16, making an overall gain of 
only 1.86, the experiment group obtained a mean of 17.02, 
thus making a much greater gain of 5.72. The percent gains 
of the control and treatment groups were 7.44 and 22.96 
respectively. Difference between the control group gain and 
experiment group gain, when analysed through a t-test was 
found to be significant beyond .001 level of confidence. A 
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Pearson product-moment correlation coefficient between the 
pre-and post-test scores of each group was .911 for the 
control group, but only .768 for the experiment group, 
implying a significant difference produced by the strategy 
instruction programme for the treatment group. The t-ratios 
for testing the significance of the two correlation 
coefficients were 10.78 and 5.85 respectively at p<.001 for 
the control and treatment group, thus showing that though 
the correlation between the pre-and post-test scores was 
significant for both the groups, it was higher for the 
control group, and lower for the experiment group. This 
further confirms the positive effect of the treatment. 
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TABLE 5 . 1 
COMPARISON OF PRE- AND POST-TEST TOTAL MEAN SCORES OF THE 
CONTROL AND THE EXPERIMENT GROUP 
Group P re tes t Post -Test To ta l Percent C o r r e l a t i o n t - p 
(T1) (T2) Gain Gain C o e f f i c i e n t r a t i o 
Mean Mean (T1 , T2 ) 
Control 
Experiment 
U.30 
11.30 
16.16 
17.02 
1.86 
5.72 
7.44 
22.96 
.911 
.768 
10.784 
5.858 
p<a.ooi 
p<0.001 
significance of Difference Between Gains 
Difference between the control group gain and 
experiment group gain when analysed through a t-test, was 
found to be significant beyond .001 level of confidence. 
A descriptive analysis of the comparison of mean scores 
of the individual items on the two tests, i.e., vocabulary, 
tenses and phrases showed a much higher percent gain made in 
vocabulary (32%) and phrases (33.42%) compared to that in 
tenses (10.31), by the experiment group, while the control 
group showed much less difference across the three gain 
scores, i.e., 7.41, 7.81 and 6.85 per cent respectively for 
vocabulary, tenses and phrases (see Table 5.2, Figure 5.3 
and Figure 5.4). 
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TABLE 5 . 2 
COMPARISON OF MEAN SCORES OF INDIVIDUAL ITEMS 
Group Vocabulary MM:7 Tenses MH:11 Phrases MM:7 
T1 T2 Gain % Gain T1 T2 Gain % Gain T1 T2 Gain X Gain 
Cont ro l 4 .71 5.23 .52 1 .U\ 4 .96 5.82 .86 7.81 4.63 5.11 .48 6.85 
Experiment 3.32 5.57 2.25 32.14 4.52 5.63 1.13 10.31 3.46 5.80 2.34 33.42 
Inferential statistics to find out the significance of 
the difference between gains made by the two groups on 
individual items yielded a t-ratio of 19.1, 2.8, and 19.6 
for vocabulary, tenses and phrases respectively. The 
differences were significant for all the three items, but 
while the confidence level was p < O.OOl for both vocabulary 
and phrases, it was only p < 0.01 for tenses (see Table 
5.3) . 
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TABLE 5.3 
SIGNIFICANCE OF DIFFERENCE BETWEEN GAINS ON INDIVIDUAL ITEMS 
Items 
Vocabulary-
Tenses 
Phrases 
Control 
.519 
.365 
.480 
Experime 
2.250 
1.134 
2.346 
mt t-ratio 
19.104 
2.802 
19.616 
Level of 
Significance 
p<.001 
p<.01 
p<.001 
Owing to the above findings, a need was felt to find out the 
relationship between scores obtained on different types of tasks, 
and this was again carried out by employing the Pearson product-
moment coefficient of correlation (see table 5.4). The" t-ratios 
were not significant for the relationships of the grammar task 
with vocabulary and phrase tasks, but approached significance for 
the relationship between vocabulary and phrases tasks. The 
required t-ratio for confidence at .10 level with 24 degrees of 
freedom was 1.71, while the obtained ratios were 1.07 and 1.02 
respectively for both the control and experiment group at p>.10. 
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TABLE 5.4 
CORRELATION COEFFICIENT BETWEEN SCORES OF DIFFERENT QUESTIONS 
Group 
Control 
Experiment 
Vocabulary 
& Tenses 
.114 
.U9 
t- ratio 
ns 
ns 
Tenses & 
Phrases 
.078 
.148 
t- ratio 
ns 
ns 
Vocabulary 
& Phrases 
.214 
.206 
t- ratio 
(p>.10) 
1.073 
1.029 
A further analysis was carried out to investigate the 
pattern of the variability of scores within the two groups 
for both the tests (see Table 5.5 and Figure 5.5). The 
difference between the standard deviations of the pre-and 
post-tests for the control group was not significant, while 
it was positively significant for the treatment group at 
p<.01, showing a decrease of dispersion of scores as a 
result of the treatment. Figures 5.6 and 5.7 indicate that 
the use of LI strategies reduced the heterogeneity of 
achievement for the experiment group. 
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TABLE 5.5 
COMPARISON OF VARIANCES OF PRE-AND POST-TESTS 
OF THE CONTROL AND THE EXPERIMENT GROUP 
Group 
Control 
Experiment 
Pretest 
SD 
4.56 
6.12 
Post-Test 
SD 
4.31 
3.62 
t-ratio 
.651 
4.105 
Significance of 
Difference 
ns 
p<. 01 
The decrease in the standard deviation as a result of LI 
strategy instruction implied a beneficial effect especially for 
the low scoring segment. To explore this further the entire 
sample was further subdivided into three levels, high, average 
and low, on the basis of scores obtained in the pre-and post-
tests. The high and the low levels consisted of 8 top and 8 
bottom scores, while the middle level consisted of 10 scores in 
each of the control and treatment group. It was found that while 
the gain from pre-to post-test was 2.87 for the top level of the 
control group, it was only 1.93 for the top level of the 
experiment group. This showed a tendency in the opposite 
direction among the higher level students, i.e., that high 
proficiency students did not gain from LI strategy use. The 
results for average and low score groups were spectacular 
however, showing a gain of 6.70 and 8.31 for the experiment 
group, compared to 1.70 and 2.18 of the control group (see Table 
5.6) . 
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TABLE 5 . 6 
GAINS MADE BY HIGH, AVERAGE AND LOW SCORING STUDENTS 
D i v i s i o n Mean Mean Mean of Co r r .Coe f f . Cor r .Coe f f Between 
of Scores Group T1 T2 Gain Between Cont ro l 5 Exper i -
T1 & T2 ment Group Scores 
High Con t ro l 18.06 20.93 2.87 .938 .3522 
Scores 
n=8 Experiment 19.25 21.18 1.93 .841 p<.10 
Average Con t ro l 14.80 16.50 1.70 .921 - .1957 
Scores 
n=10 Experiment 10.50 17.20 6.70 .914 p>.10 
Low Con t ro l 8.81 11.00 2.18 .929 - .3022 
Scores -
n=8 Experiment 4 .37 12.68 8.31 .949 p>.10 
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ntscussiON 
First of all, the results suggest that implicit or 
embedded, as opposed to explicit or direct strategy 
instruction can also be successful in certain circumstances, 
and should be permitted in contexts where teacher's 
monitoring of strategy use is more important than learner 
autonomy. 
The second finding, which answers the first research 
question in the affirmative, is that LI strategies enhance 
L2 learning in general. This finding is opposed to the 
general assumption that the use of LI strategies is counter-
productive for L2 learning. Though a number of practitioners 
in ESL have now started to advocate the use of LI and 
deplore its remaining "a neglected resource" (Atkinson 
1987) , few have tried to prove this empirically. The study 
hence, confirms the tentative and speculative statements 
made by theorists and provides clear evidence for the gains 
to be had from LI strategy use. 
A third important finding from this research comes in 
the form of spectacular gains made in vocabulary and phrases 
by the treatment group compared to a lower level gain in 
tenses. This probably indicates that vocabulary and phrases 
are more amenable to LI strategy use compared to grammar, 
implying consequently that semantic aspects of language 
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which a r e more g e n e r a l l y shared a c r o s s l anguages than 
s t r u c t u r a l a spec t s , may lend themselves to learn ing through 
t h e i r LI cognates more prof i tab ly . This in tu rn , leads one 
to a cons idera t ion of schematic represen ta t ion of knowledge 
in the mind. Anderson (1983, 1985) pos i t s t h a t knowledge can 
be s tored in mind in two forms: dec la ra t ive and procedural . 
All knowledge i s in the declarat ive form i n i t i a l l y , and is 
p r o c e d u r a l i z e d with ex tens ive o p p o r t u n i t i e s for cued 
p r a c t i c e . Declarat ive knowledge i s represented in the memory 
as meaning-based, non-language speci f ic p ropos i t ions which 
a re known as schemata. Because of be ing non-language 
s p e c i f i c , t h e s e schemata are e a s i l y a c c e s s i b l e ac ross 
languages. All names, facts and statement of ru l e s which are 
represented as dec l a ra t ive knowledge are e a s i l y t ransferab le 
across d i f f e r e n t languages. 
However, the knowledge of the grammar of a language is 
a complex m a t t e r , as i t involves both t h e d e c l a r a t i v e 
knowledge of r u l e s as well as i t s p r o c e d u r a l i z a t i o n . 
O'Malley and Chamot (1990) a t t empt t o de sc r i be 
me ta l ingu i s t i c t r a n s f e r by assuming a un i ta ry meaning-based 
s to re of schematic knowledge. This concept i s consis tent 
with Cummins's (1984) not ion of common under ly ing 
prof ic iency. Since meaning i s not inex t r i cab ly linked to 
p a r t i c u l a r l e x i c a l or s t ruc tu ra l fea tures of a specif ic 
language, the b i l i ngua l person choses the language-specific 
schema according to the par t i cu la r context . For example, 
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requests could be represented as a single meaning-based 
schema in a bilingual person's mind, but it will be 
represented as independent linguistic schemata in the LI and 
L2 on the basis of the basic meaning-based schemata. Hence, 
individuals learning grammar in a second language, according 
to Anderson's model seem to have two tasks before them. 
First, they have to reconstruct a new language-specific 
schema based on the core-schema or the original meaning-
based schema. They might be helped or hindered in this 
reconstruction by the LI schema already present in their 
mind. The other task before them is to automatize this 
schematic knowledge through extensive, cued practice. This 
process hence, makes the learning of grammar much more 
complex than the learning of discrete lexical items or 
phrases. The latter depends chiefly on finding cognates in 
LI for the meaning-based propositions which are represented 
through much shorter mental configurations than complex 
grammatical rules. Their automatization too, is consequently 
much easier. This is one way of accounting for difficulty in 
learning grammar through LI strategies in the light of 
Anderson's cognitive model. However, other explanations are 
possible. 
In the light of the above, two possibilities can be 
suggested: either LI strategies are not proper for the 
teaching of grammar, or more time than was given in the 
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experiment is required for the teaching of grammar, as it 
needs extensive, cued practice. It would be unwise to 
hastily discard translation however, for use in teaching 
grammar on the basis of the first possibility and further 
research would be required to confirm it, with a longer 
period of strategy instruction. The investigation regarding 
the relationships between scores on different question 
types, showing a stronger relationship between vocabulary 
and phrases than their relationship with tenses also 
suggests the need for a different type of treatment for 
grammar teaching. 
Yet another important finding was relating to the 
interaction of proficiency level with gains made through the 
use of LI strategy. It was discovered that the higher level 
students were the least benefited from LI strategy use. The 
gains made by the intermediate level were higher than those 
of the higher level, and those made by the lower level were 
higher than those by the intermediate level. This finding 
confirms the result of the study performed by Kobayashi and 
Rinnert (1992) on the effect of translation as stimulus 
material for a writing task, which revealed that lower 
proficiency students gained more from it than higher level 
students. 
Other researchers have found greater incidence of LI 
strategies among lower level students. For example O'Malley 
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et al (198 5ta) report that translation strategies were used 
much more often by beginning level students than by-
intermediate level students. Chamot (1988b) found that, "the 
traditional techniques of repetition and translation were 
consistently popular, but upper level students began to use 
inference." Del Mar et al (1982) also report the reliance of 
lower level students on translation as a basic strategy. 
Higher incidence of strategy use among lower level students 
has not been correlated, however, to greater efficacy of 
this strategy for the same level of students. The present 
study, hence, along with the one carried out by Kobayashi 
and Rinnert, extends the findings made by the above 
mentioned researchers by postulating that lower level 
students not only usje LI strategies more frequently, but 
they also benefit more from them. 
Finally, the study revealed that the use of LI 
strategies can result in reduction in variability among 
students in a classroom, implying that combining LI 
strategies with the usual L2 strategies will reduce the 
heterogeneity of the classroom and can promote more 
effective teaching. As one is aware, since extremely 
heterogeneous classes in terms of proficiency level are a 
common feature of the Indian ESL scenario, judicious 
employment of LI strategies may come as a welcome resource 
in today's classrooms, where LI use is considered taboo. 
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Conclusion and implications 
Summary 
To sum up, speaking in terms of the research questions 
addressed at the beginning of the study, the following 
findings were made: 
i) An addition of translation as a language learning 
strategy to the usual L2 strategies of learning in the ESL 
classroom results in greater effectiveness of learning 
compared to teaching only through L2 strategies. 
ii) Secondly, the teaching of vocabulary and phrases can 
probably be carried out more effectively, through the use of 
the strategy of translation than the teaching of grammar. 
iii) Thirdly, the study revealed that lower and intermediate 
level students tend to gain more from LI strategy use than 
the upper level students. 
iv) A related finding to the above was that supplementing 
L2 strategies with LI strategies reduces the heterogeneity 
of a mixed proficiency class and facilitates effective 
teaching. 
Implications for Further Research 
Though the study provides evidence in favour of LI 
strategy use, nevertheless, because of the paucity of 
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research in the area, several aspects of the findings made 
by the current study still remain inconclusive. Further 
research needs to validate the findings of the study 
preferably on a larger scale. A longer period devoted to the 
instructional programme would be desirable. 
Secondly, apart from validation of findings made with 
regard to influence of translation on the learning of 
vocabulary and phrases, research is required to explore the 
potential of LI strategies in other areas and skills of 
language. The teaching of grammar through the use of Ll-
based strategies specially needs to be carried out for a 
longer period than in the present study, to ensure whether 
or not grammar learning can be facilitated through 
translation. Kobayashi and Rinnert (1992) have found 
evidence for facilitative effect of translation on'ESL 
writing for beginning level learners. Being the first of its 
type, their study however, requires confirmation. Both the 
receptive skills of listening and reading as well as the 
productive skills of speaking and writing require to be 
taken into account. The use of translation can also be 
compared between formal classroom and informal social 
settings. 
Thirdly, this study corroborates the findings of some 
previous studies that translation is particularly useful for 
lower level, rather than higher level students. However, a 
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number of EFL practitioners advocate the use of translation 
specifically at higher levels (e.g., Hieke 1985; Thiel 1985; 
Perkins 1985; Thomas, 1984; Titford 1985). Titford (1983) 
opines that translation is a useful activity especially for 
the advanced learners as it addresses their inevitable 
questions at this stage of "HOW" regarding language "use" 
and "WHY" regarding its "usage". By comparing the L2 with 
the learners' LI, the answers to these questions can provide 
greater insight into the working of the second language. 
Another reason that he gives for employing translation at 
this stage are that it makes sense to build on the well 
developed "feel" for language that learners at this stage 
possess. Keeping these opinions in view, it is worthwhile to 
investigate further the role of translation at higher 
levels, rather than reject it outright. 
Translation in ESL Methodology 
Given the evidence regarding the facilitative role of 
translation or LI transfer strategies, its incorporation 
into ESL curriculum is highly recommended as a part of 
strategy training programme. Since strategy instruction 
programmes are not so feasible in the Indian situation, 
owing to their tremendous financial and organizational 
demands, such strategy instruction would better be 
integrated with regular teaching materials. 
311 
Course materials may be designed to guide the teachers 
as well as the students regarding the use of these 
strategies, as for example in Ellis and Sinclair (1989). As 
argued before, while other strategies should be described 
explicitly in the course materials, the same can not be done 
with LI strategies. Thus, the materials themselves will have 
to be such as to elicit the use of LI in reception and 
production tasks, leading to implicit instruction of the 
strategy. The different exercises employing translation 
described in Chapter IV, which include both grammar-based 
accuracy activities, as well as communication based fluency 
activities, can serve as models for these materials. 
Titford, who is one of the strongest proponents of the 
use of LI in L2/FL teaching advocates it as a consolidatory 
activity, to be taken up after the completion of the regular 
teaching activities. This is not the view adopted here, as 
LI transfer is deemed to be a basic learning strategy in 
SLA, applicable to all processing of fresh input. The 
learners start processing L2 input in terms of their LI 
knowledge, the moment they encounter it, and do not wait for 
a consolidatory stage of teaching, to take care of their Ll-
based linguistic or extra-linguistic knowledge. Hence, it is 
only commonsensical to incorporate LI strategies from the 
beginning of the activities. 
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An important consideration regarding the employment of 
LI strategies in L2 course materials concerns the 
proficiency level of the students. Since, research has 
demonstrated that the LI strategies are specifically 
beneficial for lower or beginning level students, these 
strategies should prominently figure in the course materials 
for low proficiency students. They might be replaced by 
higher level strategies such as complex types of elaboration 
strategies, for higher level course materials. 
Finally, since use of LI and translation activities in 
L2 teaching has to be guarded and controlled, the decision 
to employ these strategies should appropriately be taken not 
by a single author of the course materials, but should 
depend on a consensus arrived at by many experts. 
It is believed that a limited and controlled use of LI 
strategies will greatly enhance the learning process of low-
proficiency ESL students, chiefly those, who come from 
regional-medium schools and incessantly complain about 
incomprehension of classroom lectures delivered in English. 
The status of the second language and consideration of 
learners' needs are in fact, two prime considerations in 
deciding about the relevance of LI strategy instruction. In 
the bilingual society of India, where English serves the 
important role of a second language, and there is a greater 
need among the students to learn the accurate expressions in 
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reading and wr i t ing , ra ther than oral i n t e rac t ion in order 
t o mingle with n a t i v e s , t h e e x p l o i t a t i o n of t h e f i r s t 
language resources becomes a l l the more re levant . 
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GENERAL CONCLUSION 
The purpose of these brief concluding remarks is to put 
the work into its proper perspective. Since the research 
work aimed to find out the role of translation within a 
learning strategy framework, the description of the 
background of language learning strategies in general was 
considered necessary. It also entailed the proper 
establishment of translation as a learning strategy within a 
well developed taxonomy of language learning strategies. 
Being a nascent field, strategy research is still grappling 
with the problems of definition and classification. 
Evidently, a need was felt to reconsider the existing 
classification schemes and an attempt was made to present a 
revised taxonomy based on earlier work. In the process, 
translation or use of LI in the learning of L2 emerged as a 
substrategy or tactic within the important macrostrategy of 
elaboration. Elaboration, along with selection/deletion 
(another macrostrategy) was found and demonstrated to govern 
all cognitive processing of information. In fact, 
elaboration is already recognized as one of the most potent 
strategies in cognitive psychology, of which LI use is a 
specific manifestation. This presents LI use as one of the 
fundamental strategies of learning, a point which was not 
clear from earlier taxonomies. 
317 
Presenting a revised taxonomy and proposing translation 
as one of the important and basic strategies within it, was 
the first focal point of this study. The second was the 
empirical study which provides evidence for what was 
theoretically posited earlier through a revised taxonomy. 
Use of the mother tongue has had an almost ubiquitous 
presence ever since the teaching of foreign and second 
language began. It continued to be prevalent till almost the 
middle of the present century, before the advent of the 
Audiolingual Method. During the hey-day of Contrastive 
Analysis it acquired a prominent status; albeit, mostly a 
negative one, and was widely condemned as the root of 
"interference". Subsequently, it disappeared from the scene 
along with CA for a short time. Contrastive Analysis re-
emerged, however, in the 1980s; this time with a different 
orientation, with an emphasis on the facilitative role of 
LI. Around the same time, the positive role of the LI began 
to be acknowledged widely by ESL practitioners, and various 
informal experiments were enthusiastically carried out to 
test the efficacy of Ll-based strategies. 
However, little empirical evidence came along to 
corroborate these theoretical postulates. There were but a 
few findings which showed a preference on the part of early 
level learners to use Ll-based strategies (O'Malley et al. 
1985a, 1985b; Del Mar et al. 1982). Only a single study was 
found (Kobayashi and Rinnert 1992) to have shown that Ll-
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based strategies are specifically beneficial for beginning 
level students. Hence, there was an urgent need to validate 
this fact through empirical research. 
The present study has corroborated the findings of the 
above studies and has also extended them to an extent by 
demonstrating that Ll-based strategies reduce the 
heterogeneity of proficiency levels in an ESL classroom, and 
hence, can ensure more effective teaching. It has also 
demonstrated that the use of translation strategies is 
definitely beneficial for the teaching of lexis and phrasal 
expressions; but it did not prove to be the same for 
grammar, indicating the need for further research in the use 
of translation with grammar and other tasks. The 
significance of the study lies in the fact that what was 
theoretically proposed earlier in the work as a potent 
strategy through a revised strategy classification, was also 
empirically proved to be so. 
Though the sudy recommends use of translation and other 
Ll-based strategies in the teaching of ESL, it would like to 
reiterate its caution regarding a very judicious and limited 
use of LI in the classroom. The decision to use Ll-
strategies should rest in the hands of experts, both at the 
level of classroom presentation as well as curriculum 
design. 
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Finally, the approach must be understood to be in 
keeping with current theoretical viewpoints; since, based on 
his own research and that of his fellow-workers, Cummins 
(1984) has proposed that transfer of knowledge and skills 
from LI to L2 takes place at all levels in academic 
settings. This underscores the importance of employing Ll-
based strategies in the teaching of ESL specially in a 
country like India, where English is chiefly taught as a 
medium of instruction for academic disciplines, rather than 
for oral interaction. 
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APPENDICES 
Appendix-A 
Table l.i: Scope and Sequence Frauneworks for Learning Strategy 
instruction (O'Malley & Chaunot 1990) 
First language contexts Second language contexts 
Jones et al• jl9 8 7) 
genera I qui de I i nes (all subjects) 
0'Ha IIev and Chamot (1988) 
general g u i d e I i n e s (content-based E S L) 
1. Assess strategy use with: 
-think-aloud 
-interviews 
-questionnaire 
1. Preparation: Develop student aware-
ness of different strategies 
through: 
-small group retrospective inter-
views about school tasks 
-modelling think-aloud, then having 
students think aloud in small 
groups 
-discussion of interviews and 
think-alouds 
2. Explain strategy by: 
-naming it 
-telling how to use it, 
step by step 
Presentation: develop student 
knowledge about strategies by: 
-providing rationale for strategy 
use 
-describing and naming strategy 
-modeling strategy 
3. Model strategy by: 
-demonstrating it 
-verbalizing own thought 
processes w h i l e d o i n g task 
Practice: Develop student skills 
in using strategies for academic 
learning through: 
-cooperative learning tasks 
-think-alouds while problem solving 
-peer tutoring in academic tasks 
-group discussions 
Scaffold instruction by: 
-providing support while 
students practice 
-adjusting support to student 
need 
-phrasing out support to 
encourage autonomous strategy 
use 
Evaluation: Develop student ability 
to evaluate own strategy use 
through: 
-writing strategies used 
immediately after task 
-discussing strategy use in class 
-keeping dialogue journals (with 
teacher) on strategy use 
5. Develop motivation by: 
-providing successful 
experiences 
-relating strategy use to 
improved performance 
5. Expansion: Develop transfer of 
strategies to new tasks by: 
-discussions on metacognitive and 
motivational aspects of strategy 
use 
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- a d d i t i o n a l p r a c t i c e on s i m i l a r 
a c a d e m i c taslcs 
- a s s i g n m e n t s to use learning stra-
gies on t a s k s related to c u l t u r a l 
b a c k g r o u n d s of s t u d e n t s 
U e i n s t e i n and U n d e r w o o d ( 1 9 8 5 ) 
col lege c o u r s e 
( i n d i v i d u a l , l e a r n i n g s k i l l s ) 
1. I d e n t i f y a c a d e m i c and s t r a t e g y 
n e e d s t h r o u g h : 
- L e a r n i n g and Study S k i l l s 
I n v e n t o r y (LASS I ) 
- o t h e r s e l f - r e p o r t m e a s u r e s 
- r e a d i n g c o m p r e h e n s i o n test 
- i n d i v i d u a l i n t e r v i e w s 
- g r o u p d i s c u s s i o n s 
2. D e v e l o p g o a l s for s t r a t e g y use 
and a f f e c t i v e c o n t r o l for: 
- i n d i v i d u a l s 
- e n t i r e c l a s s 
3. P r o v i d e b a c k g r o u n d i n f o r m a t i o n 
on : 
- m o t i v a t i o n 
- c o g n i t i o n 
- s t r a t e g i e s and study s k i l l s 
- t r a n s f e r 
4. P r o v i d e d i f f e r e n t p r a c t i c e 
o p p o r t u n i t i e s with v a r i e d 
c o n t e n t : 
- d i s c u s s i o n 
- r o l e p l a y i n g 
-peer t u t o r i n g 
5. E v a l u a t e s t r a t e g y a c q u i s i t i o n 
b y : 
- p r o v i d i n g both i n d i v i d u a l and 
g roup f e e d b a c k 
- a d m i n i s t e r i n g same i n s t r u m e n t s 
as in S t e p 1 
- d e v e l o p i n g s e l f - e v a l u a t i o n 
with s t u d e n t j o u r n a l s and 
p a p e r s 
H o s e n f e I d et a I • (1981 ) 
r e a d i n g c o m p r eh ens i on 
( F r e n c h ) 
1. P r o v i d e t h i n k - a l o u d t r a i n i n g 
2. I d e n t i f y c u r r e n t reading s t r a t e g i e s 
3. E x p l a i n i m p o r t a n c e of s t r a t e g i e s 
4. Help s t u d e n t s a n a l y z e own 
s t r a t e g i e s in ( E n g l i s h ) 
5. Have s t u d e n t s p r a c t i c e LI 
s t r a t e g i e s in L2 ( F r e n c h ) 
6. P r o v i d e d i r e c t i n s t r u c t i o n on read-
ing c o m p r e h e n s i o n s t r a t e g i e s by: 
- e x p l a n a t i o n 
-pract ice 
- a p p l i c a t i o n to reading a s s i g n m e n t s 
- e v a l u a t i o n of s u c c e s s of 
s t r a t e g i e s 
7. E v a l u a t e s u c c e s s of s t r a t e g y 
t r a i n i n g by r e p e a t i n g Step 2 
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Appendix-B 
Materials for Strategy Instruction (Chapter V) 
Lesson A : Vocabulary 
Read the following passage carefully: 
And she was stricken with horror at the thought of leaving 
her mother and at the selfishness of her thoughts. She had never 
been prone to thinking anything important, but now, somehow for a 
moment, she had a glimpse of her mother's life that made her 
shiver and hate herself as a cruel, heartless, lazy, selfish 
wretch Her mother's life loomed up before her eyes, a life of 
continual misery and suffering, hard work, birth pangs, sickness, 
and again hard work and hunger and anxiety, [from Guided Reading, 
(for class XII), eds. M.L. Tickoo et al. (New Delhi: CBSE) p.54]. 
1. Stricken (v.t.) p.p. of strike - hit, give a blow, also 
struck 
Examples: 
i) The tree was sticken/struck by lightening, 
ii) Who had stricken struck the first blow? 
2. Prone (adj.) liable, inclined 
Examples: 
i) He has always been prone to accidents, 
ii) She is prone to laziness. 
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3. Glimpse (n) - quick, imperfect view 
Eyamples 
i) I caught a glimpse of the sugar factory from the window 
of the train, 
ii) The fans waited for hours to get a glimpse of their 
favourite star. 
4. Shiver (v.i.) - tremble, shake, guiver. 
Examples 
i) The half-naked boy shivered under the tree throughout the 
night, 
ii) The man started shivering with fear at the sight of the 
snake. 
5. Wretch (n . ) - mean, con tempt ib le p e r s o n . 
Examples 
i) I am not such a wretch as to deceive my own friends, 
ii) The wretch that he is, he let down his own parents. 
6. Loom up (v.i.) - appear indistinctly in a threatening way, 
appear great and fill the mind. 
Examples 
i) The dark outline of another ship loomed up through the 
fog. 
ii) The fear of examination loomed up before my mind, and I 
was unable to concentrate on my studies. 
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7. Continual (adj.) Going on or continuing all the time without 
stopping or only with short breaks. 
Examples 
i) Aren't you tired of this continual rain? 
ii) Life is a continual struggle. 
Note: Continual is different from continuous, which always 
means going on without any break. For example, "A continuous 
performance from I.A.M. to 11.30 P.M." 
Practice Exercises 
I. Match the words in column A with their equivalents in 
Column B. 
Column A, Column B 
1. Sticken appear in a frightening manner 
2. prone tremble, shake 
3. glimpse worthless person 
4. shiver hit 
5. wretch continuous 
6. loom up having a tendency 
7. continual a brief sight 
II. Make sentences of your own with the words in column A. 
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Lesson B : Tenses (Simple Past & Past Perfect) 
Passage: David had slept only a short time when a rich looking 
carriage, drawn by two fine horses, stopped directly in front of 
where he slept. One of the horses had injured his leg and the 
driver wished to let the horse rest for a while. An elderly 
businessman and his wife got out of the carriage and decided to 
rest during this time under the shade of the trees. There they 
noticed the spring and David asleep alongside of it. They tried 
to walk lightly and to make as little noise as possible in order 
not to wake him. David looked like their own son who had deserted 
them two years ago. [from Complete Course in English, ed. R.J. 
Dixson (New Delhi: Prentice Hall International Inc., 1987), 
p.130]. 
The Form and Function of the Simple Past and Past Perfect Tenses 
Simple Past Tense 
Form: Regular verbs take -ed but irregular verbs have different 
forms to be learned individually. 
For example, 
Regular 
present -
work 
play 
open 
past 
worked 
played 
opened 
Irregular 
present 
sleep 
eat 
go 
past 
slept 
ate 
went 
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(A list of irregular verbs with their past and past participle 
forms is found in every good dictionary.) 
The form of the verb in the simple past tense remains the same 
with all the persons and numbers. For example: 
Singular 
Plural 
First person 
I worked 
We worked 
Second person 
You worked 
You worked 
Third person 
He worked 
They worked 
Function:To express an action performed and finished in the past. 
Past Perfect Tense 
Form: The past perfect of a verb is formed by placing had before 
the past participle form of the verb, e.g.. 
Singular 
Plural 
First person 
I had worked 
We had worked 
Second person 
You had worked 
You had worked 
Third person 
He had worked 
They had worked 
Function: To describe an action which took place before a 
definite time in the past. 
Comparison of Simple Past and Past Perfect 
While the simple past tense describes an action where the 
link between the action and the present time seems to be cut off, 
the past perfect tense retains the relationship between a 
performed action and a point of time in the past just as the 
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present perfect tense retains the relationship between a past 
action and present time, eg. , 
Simple past : He ate his breakfast. 
Past perfect : He had eaten his breakfast (when we called). 
Simple past : I wrote a letter to my parents yesterday. 
Past perfect : I had already written a letter to my parents 
(when I got their phone call). 
Note: The cla-ases within parantheses may not always appear in 
actual production, and the reference to a particular point 
of time might just be inherently understood. 
More Examples 
Past Tense: Tom's father died when Tom was eighteen. Before he 
died, he advised Tom not to marry till 35, and Tom at 23 still 
intended to follow his advice. 
Past Perfect Tense: Tom was 23 when our story begins. His father 
had died five years before and since then Tom had lived alone. 
His father had advised him not to get married till he was 35 and 
Tom had intended to follow his advice. 
Thus, in the past perfect, the narrator or subject looks 
back on an earlier action from a certain point in the past. 
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Practice Exercises 
I. Put the verbs in the following sentences into the simple past 
tense first and the past perfect tense afteirwards; 
1. I go to work every day. 
2. I meet her on Tuesdays. 
3. He always wears black. 
4. He cries when he is hurt. 
5. I change my library book every week. 
6. He signs the cheques. 
7. He sleeps badly. 
8. I read a chapter every night. 
9. He understands me. 
10. Who knows the answer ? 
11. Put the verbs in brackets into the correct tense either 
simple past or past perfect: 
It (seem) the police (check out) 
everyone who could be checked. From the modus operandi the theif 
(appear) to be a local guy. Someone who (know) 
people living in the colony. All the servant's quarters 
(search). The sabziwallas (be) regulars and they 
(check) too. The only clue (seems) to be that old 
Mr.Pant (see) a short-haired fellow in tight grey 
trousers go up to the Parekh's flat the day of the theft at their 
house. 
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Lesson C : Phrases and Expressions 
Passage: Pongs began to search. He looked high and low, vent 
through my pockets, felt at my brat, but of course he found no 
trace of an orange. Finally he figured out orange what must have 
happened, but even then he couldn't believe it "seventeen 
oranges", he kept murmuring "big ones at that ... how has he 
managed it ?". But I said nothing. And he couldn't bring up a 
charge against me because he had no evidence upon which to commit 
me and because I suppose he did not want to be laughed at. So all 
he could do was to curse me, while I kept my lips shut tight, and 
then he had to let me go. [from English Reader (for Class IX), 
ed. M.L. Tickoo et. al. (New Delhi: CBSE, 1981) p.21]. 
Example Sentences 
1. Grandma has been looking high and low for her lost glasses. 
2. The police went through the apartment. 
3. The criminals had left no trace of the murder. 
4. It was easy to figure out who could have stolen my watch. 
5. These are the facts which can always be brought up against 
you. 
6. The teacher let me go after I finished my assignment. 
7. She is a very sensitive girl and doesn't like being laughed 
at. 
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Practice Exercises for Phrases 
I. Complete the sentences: 
1. He wasted two hours looking high and low for .... 
2. The warden wants to go through his cupboards because .... 
3. As there was no trace of sugar in the house .... 
4. I could not figure out the meaning of what he said so I .... 
5. A charge of theft was brought up against him and he .... 
6. If you want to avoid being laughed at .... 
7. I will not let you go until you .... 
II. Make sentences of your own with the underlined phrases in 
the above sentences. 
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Appendix-C 
Instruments (Chapter V) 
Pretest 
I. Fill in the blank with the right form of the appropriate work 
chosen from the list: 
Stricken, prone, glimpse, shiver, wretch, loom up, continual. 
1. What a he must be to burn his own wife ! 
2. The labourers lead a life of hardship. 
3. His uncertain future large before him after he 
finished his studies. 
4. Thousands of men gathered to have a of their 
beloved leader. 
5. by the horror of the bombardment, the people left 
the town. 
6. By nature she is to living alone. 
7. I kept at the doorstep in the cold. 
II. Read the following passage carefully and put the verbs in 
brackets into; either simple past or past perfect: 
When he (see) his wife off at the station, he 
(return) home as he (not have) to be at the 
airport till 9.30. He (not have) to pack for his wife 
already (do) that for him and his case . (be) 
ready in the hall. He (not have) to check the doors 
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and windows either, for his wife always (do) that 
before she (leave) the house, [from A. Thomson and A. 
Martinet, A Practical English Grammar j. Combined Exercises. Vol. 
II (Oxford: OUP, 1975) p. 113]. 
III. Fill in the blanks choosing the appropriate form of the 
phrase from the list : go through, laugh at, bring up, let (sb.) 
go, not a trace of, looking high and low, figure out. 
2. 
3. 
4. 
5. 
6. 
7. 
The policemen all the secret places in the 
apartment but couldn't get any clues. 
He looked for it in vain. 
It was a hot day and there was a cloud in the sky. 
It was difficult to how he reached inside the 
house. 
They the charge of stealing jwellery against the 
servant. 
Everybody 
My mother 
as soon as he turned his back, 
to the movie with my friend. 
Post-test 
I. 
1. 
2. 
3. 
4. 
5. 
Choose the most appropriate alternative for the given words: 
stricken 
prone 
glimpse 
shiver 
wretch 
affected, chosen, weakened, struck 
clear, steady, inclined, upright 
a quick view, glare, trace, stain 
ridicule, tremble, cut off, heighten 
mistaken notion, selfish person, frustration, 
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excitement 
6. loom up : increase, hang, support, appear 
7. continual : total, incisive, dangerous, final 
II. Put the verbs in brackets into the correct tense; either 
simple past or past perfect: 
When the old lady (return) to her flat she (see) at once 
that burglars (break) in during her absence, because the front 
door (be) open and everything in the flat (be) upside down. The 
burglars themselves (be) no longer there, but they probably only 
just (leave) because a cigarette was still burning on an 
ornamental table. Probably they (hear) the lift coming up and 
(run) down the fire escape. They (help) themselves to her whisky 
too but there (be) a little left, so she (pour) herself out' a 
drink. She (wonder) if they (find) her jewellery and rather 
(hope) that they had. The jewellery (be given) to her by her 
husband, who (die) some years before. Since his death she (not 
have) the heart to wear it, yet she (not like) to sell it. Now it 
(seem) that fate (take) the matter out of her hands, and 
certainly the insurance money would come in handy. [From A.J. 
Thomson, and A.V. Martinet, A Practical English Grammar i. 
Combined Exercises. Vol. II (Oxford: OUP, 1975) p.118).] 
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III. Match the phrases in column A with their equivalents in column B 
B 
1. laugh at 
2. bring up against 
3. figure out 
4. go through 
5. let something/somebody go 
6. a trace of something 
7. look high and low 
understand 
search 
ridicule 
use as evidence 
in every place 
leave 
sign or mark 
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